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ABSTRACT 
This study investigated the outcomes of a psychosocial camp that was conducted to 
address the well-being of vulnerable children in the North West Province. A mixed 
method sequential explanatory study was employed in three specific phases. The first 
phase included a quantitative method, with 120 learners in a control and intervention 
group. Questionnaires were used in order to complete the randomised pretest-posttest 
design. For the quantitative data analysis the IBM SPSS Statistics Version 25, which 
included tests like ANOVA, t-tests and correlations was used. The second phase of the 
study consisted of a qualitative design, whereby the participants participated in semi-
structured interviews, essay writing and a focus group. Qualitative content analysis was 
employed to analyse the data. The third phase integrated the findings from the first two 
phases in order to draw up recommendations and guidelines for future camps.  
The overall results indicate that the camps were successful in addressing the psychosocial 
needs of the vulnerable children. The risks experienced by the learners included poverty, 
unsupportive caregiving/parenting, negative peer influences, broken families, 
unsupportive physical environments, not having positive role models, negative exposure 
to abuse, psychological barriers and poor self-image/self acceptance. Based on the 
findings, the researcher adopted a bio-ecological systems and a social ontogenesis 
theoretical perspective to discuss the significance of psychosocial camps. The findings in 
this study could have value globally since there are vulnerable children all over the 
world.  
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CHAPTER 1 
OVERVIEW AND RATIONALE OF THE STUDY 
1.1 INTRODUCTION AND BACKGROUND OF STUDY 
Worldwide, the number of vulnerable children is escalating, especially in Sub-Saharan 
Africa. The provincial budget of the Department of Social Development in South Africa 
confirmed this with a substantial increase in budget from 21% to 38% during 2009/10 
and 2016/17, while the budget for the Child Support Grant and Foster Child Grant 
doubled between 2005 and 2015 (The United Nations International Children’s 
Emergency Fund,South Africa, 2016a). The death rate among adults increased as a result 
of the prevalence of HIV/AIDS (Pillay, 2012) which resulted in even more vulnerable 
children. 
The factors leading to a child becoming vulnerable are complex, with material, emotional 
and social problems regarded as three core concern areas (Skinner & Davids 2006). 
Skinner et al. (2004) stated that a definition for vulnerable children should include 
various factors of importance. Factors that can result in the vulnerability of children 
include poverty, hunger, chronic illness of a caregiver, inadequate services, lack of 
shelter and clothing, overcrowding, caretakers that are deficient, desertion or death of a 
parent, or such child specific factors as disability, violence (physical or sexual) or severe 
chronic illness (Skinner et al., 2006). 
Poverty is one of the reasons that material problems have become a core concern. It is 
alarming that 4 out of 10 children will go hungry every day and, given that 47% of 
caregivers will not have food readily available, the plight of vulnerable children assumes 
greater significance (Patel et al., 2017). Hall, Woolard, Lake, and Smith, (2012) found 
that 60% of all South African children lived below the poverty line, while Rooi (2010) 
stressed that the culture of poverty had never before demanded so much attention in 
South Africa. Poverty has a direct impact on education. A study by Laird, De Bell and 
Chapman (2006) found that students from high income households in America were four 
times more likely to complete high school than students from impoverished backgrounds. 
It is roughly calculated that 50% of South African children will drop out of school before 
writing the National Senior Certificate exam (Lamb & Markussen, 2011). A distinction 
can be made between successful completers and non-completers with the most important 
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factor being ‘‘active engagement’’ (Marks, 2000). Weybright, Caldwell, Xie, Wegner 
and Smith (2017) stated that a longitudinal disengagement process from the educational 
system can be regarded as a depiction of dropout. Poverty can be reduced by education, 
and annual income can be raised. Education thus plays a transformative role in poverty 
reduction (United Nations Educational, Scientific and Cultural Organization (UNESCO), 
2017) and reduction of vulnerability. 
From the above literature we can see that vulnerable children are less likely to receive 
quality education (Hall, 2017), and this leads to income, health and opportunity 
disadvantages (United States Agency for International Development & Catholic Relief 
Services, 2008). Economic viability and growth potential of the state can be predicted by 
the status of the state’s education, while the wellbeing of children as well as the 
opportunities they have for their future, is a valuable indicator thereof (Mwoma & Pillay, 
2016). The development and well-being of children are widely accepted as being 
negatively affected by lower socioeconomic status (Letourneau, Duffett-Leger, Levac, 
Watson & Young-Morris, 2011). 
Violent crimes also have a negative effect on the well-being of children. These crimes are 
among other factors that contribute to the social and emotional problems identified as 
core concern areas by Skinner and Davids (2006). During the 2011/2012 period, South 
African Police Service statistics showed a staggering 50 688 children as victims of 
violent crimes, 20 862 of which were sexual offences (UNICEF, 2013). Facing all of 
these challenges threatens the positive development of children as they grow (Theron & 
Theron, 2014). The term ‘‘psychosocial’’ is defined by Merriam-Webster’s online 
dictionary (n.d.) as the involvement of social and psychological factors. It relates to the 
social conditions of mental health. When the psychosocial needs of vulnerable children 
are not met, symptoms of loneliness, depression, hopelessness, anger, low self-esteem 
and ideations of suicide may occur (Atwine, Cantor-Graae & Bajunirwe, 2005). The 
psychosocial health of a child is, for example, also endangered by the death of parents or 
other causes of vulnerability. The provision of interventions of a psychosocial nature can 
thus be regarded as of equal importance to the psychological and emotional well-being of 
a child, as the provision of needs that are of a physical or material nature (Olowokere & 
Okanlawon, 2014). 
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The few risks that were mentioned above do not entirely represent the current situation 
when we consider the definition given by Skinner et al. (2004), but they do sketch a dire 
picture for the children of South Africa, and one might wonder how they will ever 
overcome them in order to be successful. Not all of the factors that expose children to 
risks can be eliminated, but their impact can be limited (as the following literature will 
show) by the enhancement of resilience. Resilience can be defined as the recovery to 
normative functioning from an atypical stressor (Ungar, 2011). Childhood adversity can 
be overcome by resilient individuals in order to achieve a positive outcome (Carswell, 
Kaiwai, Hinerangi, Lennan & Paylin, 2017). The problems we are faced with are the 
increasing numbers of vulnerable children and the limited resources to decrease their risk 
factors, increase positive psychosocial development and enhance their resilience factors. 
Ungar, Brown, Liebenberg, Othman, Kwong and Armstrong (2007) identified seven 
resource categories that resulted in enhanced resilience when interaction that assisted the 
navigation of the child, occurred. These seven categories are: material resources, 
supportive relationships, a desirable personal identity, experiences of power and control, 
adherence to cultural traditions, experiences of social justice and experiences of social 
cohesion with others……….. 
For successful outcomes during exposure to risk, the child’s individual factors, like self 
actualisation and problem solving skills, are not as important as the social ecological 
factors (including community and family support) (Ungar, Liebenberg, Dudding, 
Armstrong & Van de Vijver, 2013). These findings are confirmed by an earlier study by 
Werner and Smith (2001), which showed that supportive school mentors based in the 
community, pro-social organisations and extended family, contributed to the positive 
adjustment of Hawaiian children to challenging life events and psychosocial risk factors.  
Masten (2001) questioned the belief of teachers and other service providers, that 
resilience can be nurtured by ordinary actions. Schools can be supported in fostering the 
wellbeing of children and young people by building resilience (Cahill, Beadle, Farrelly, 
Forster & Smith, 2014). The enhancement of resilience does not depend on intrinsic 
factors of the child, but on interaction with resources in the identified categories. The 
community can play an important role in all of the categories, and thus we will be 
investigating an intervention within the ecosystem of the child. The well being of a child 
and the nurturing of their future should be of great concern to all stakeholders in the 
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child’s ecosystem, as the positive development of children assists the education system 
(an educational system aim), which in turn reflects the economic viability and growth 
potential of the state (Mwoma & Pillay, 2016) (an economic aim and thus a taxpayers 
gain) and decreases poverty (UNESCO, 2017) (a social development aim). 
We can conclude that these challenges affect society, not only individuals, and they have 
a ripple effect with the potential of being repeated by the generations that follow. School 
nutrition programmes, social assistance programmes (e.g. subsidation of cost of 
schooling) and social grants (Statistics South Africa, 2018b) assist in decreasing risk 
factors among vulnerable children. Raised household incomes (a government priority) 
results in more children completing school (Lamb & Markussen, 2011) and better 
development of children (Letourneau et al., 2011), which decreases the risk factors that 
lead to the vulnerability of children (Skinner & Davids, 2006) and increases interaction 
with resources in the seven categories identified by Ungar et al, (2007) as necessary for 
the development of resilience. 
Interventions of non-profit organisations and the community limit the risks that 
contribute to the vulnerability of children, while some interventions also aim to develop 
resilience among vulnerable children. For example, Khulisa Social Solutions runs a 
school programme with a “Grab your dream/Daring to dream” initiative, which is based 
on Michael Ungar’s theory on the social ecology of resilience (Khulisa Social Solutions, 
2018). Touch Community Network has a youth development programme that offers 
training in life skills, peer groups, and career and leadership development. More 
information regarding this can be accessed on their webpage www.touchnetwork.org.za. 
All the schools in the specific area of research have nutrition programmes sponsored by 
the community, with some schools even providing each child with two meals a day. Life 
skills projects are also run at schools, for example, the WatchOut values education 
programme, a non-profit organisation working in the Rustenburg area of the North West 
province. The webpage www.givengain.com provide more information on this 
programme. 
Although all of the above interventions assist the child, Dodge, Dishion and Lansford 
(2006) found positive outcomes in deviant youth attending structured programmes that 
are adult-monitored to be more effective. Camps can also be described as a structured 
programme. For the purpose of this study Ribbe’s (2010) definition of a camp was 
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adopted. He described an organised camp as a community that was temporary by nature, 
with an educational purpose in an outdoor context, which resulted in an environment that 
was change-inducing. According to the American Camping Association, camps in 
general aim to achieve four domains of outcomes: social skills; spiritual growth and 
positive values; a positive identity; and physical and thinking skills (Henderson, 
Whitaker, Bialeschki, Scanlin & Thurber, 2007). Camps have also been found to have 
positive outcomes among the vulnerable youth, with a reduction in delinquent behaviour 
at a camp for delinquent youths (Wilson & Lipsey, 2000), while a camp focussing on 
youth with HIV/AIDS resulted in positive psychosocial development (Gillard, Witt & 
Watts, 2011). Another study by Kirk and Day (2011), presented positive outcomes of 
camps attended by foster children through enhancing their life skills, increasing their 
sense of empowerment and purpose development, and promoting their belief that they 
could be successful in tertiary studies. Psychosocial camps and programmes might 
enhance resilience and provide a support intervention with regards to social and 
educational support for vulnerable children, but while some international literature can be 
found, there is a gap on psychosocial camps in South Africa and the impact they might 
have on vulnerable children.  
A study on the camp programmes of Ggaba Community Church and Africa Renewal 
Ministries by Murphy and Singletary (2015), suggests that a difference can be made 
when vulnerable children attend a week-long camp. Their findings suggested an equation 
of the experience: environment + exposure + equipping = positive life transformation. 
Lut, Rowson and Ely (2017) found that children with HIV who attended the CHIVA 
Camp experienced the psychosocial benefits of a reduction of feelings of isolation, 
perspective changes, positive communication development and personal growth. 
One religious institution, the Dutch Reformed Church in Protea Park, Rustenburg, works 
closely with local schools, non-governmental organistions and other service providers in 
order to have their annual “Jol” camps. The long-term vision of these camps is “Believe-
Grow-Give-Go”. A junior camp is held over the long weekend in September for learners 
from Grades 4 to 7, while the senior camp is held over the long weekend in April for 
learners from Grades 8 to 10. After learners attend the senior camps, they can become 
assistant group leaders and eventually leaders for the camps. The organisers ask the 
schools to identify their most vulnerable children according to the risk factors outlined by 
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Skinner et al. (2004) with the most deviant behaviour. These children are then invited to 
attend the psychosocial camps (PSS camps). The PSS camps aim to uplift, educate, assist 
and support these vulnerable children. Life skills, pastoral guidance, support from trained 
counsellors, nutrition, physical exercise and assistance in basic material needs (like 
toiletries), are some of the services that are provided during these camps, but mostly the 
children are spoiled with fun. Among other activities, the children play, make new 
friends and converse with others in a safe environment (More information can be found 
on the website of the institution www.ngproteapark.co.za). All the formal and informal 
activities of this camp can be regarded as resources within the categories mentioned by 
Ungar et al. (2007), functioning within the social ecology of these vulnerable children. 
The bag with toiletries that they receive on arrival at the camp is a resource in the first 
category (material resources); the relationships they build at the camp might be 
considered a resource in the second category of supportive relationships; and the 
relationships they form with responsible adults is a resource in the sixth category 
identified by Ungar et al. (2007). Various other resources within these categories have 
been identified by this study. The applicable church can only invite a certain amount of 
children because of budget and facility constraints, thus they focus on children within 
their own ecosystem, helping those children closest to them first. 
1.2 RATIONALE OF THE STUDY 
The influence that PSS camps, organised by the community, have on the decrease of risk 
factors and enhancement of resilience factors, is a fairly untouched area with little to no 
research on their effects. This type of community involvement has been investigated in 
this study to determine their impact on risk and resilience factors, and to act as a 
necessary review for future interventions. Research on the resilience and risk factors has 
been done previously, but no research was found on the impact that PSS camps have on 
the educational and psychosocial development, and enhancement of resilience factors, of 
vulnerable children in South Africa. This study was significant as it aimed to close this 
research gap and provide beneficial scientific information for the design of future camps 
as an effective intervention method. This will not only assist schools and other 
stakeholders when they organise camps, but also encourage the various communities to 
become actively involved. 
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1.3 AIM OF RESEARCH 
The primary aim of this study is to: 
 Determine the impact that PSS camps have on the psychosocial and 
educational development of vulnerable children, 
The secondary aims of this study are to: 
 Identify the psychosocial and educational risks factors vulnerable children are 
exposed to, 
 Examine the level of resilience of vulnerable children attending a PSS camp 
as a form of intervention, 
 Provide recommendations if needed for refinement of the programmes of the 
PSS camp 
1.4 RESEARCH QUESTIONS 
The primary research question is: 
 What impact do psychosocial camps have on the psychosocial and educational 
development of vulnerable children? 
The secondary questions are: 
 What are the psychosocial and educational risk factors vulnerable children are 
exposed to? 
 How is the resilience of vulnerable children affected through the attendance of a 
psychosocial camp? 
 What recommendations can be made if needed for refinement of the programmes 
of the PSS camp? 
1.5 RESEARCH METHODOLOGY AND DESIGN 
A sequential explanatory mixed method design was used, as the study was done in 
different phases (Cronholm & Hjalmarsson, 2010). This design can be defined as the 
explanations given for the findings of the quantitative study’s questions through analysis 
of the answers to the qualitative questions (McMillan & Schumacher, 2014). This design 
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was also chosen because the combination of quantitative and qualitative research design 
implemented in this pragmatic research paradigm provided the mixed method study with 
a theoretical framework (McMillan & Schumacher, 2014). The data collected in this 
mixed method study reflected a set perspective of the world, and not merely data 
collection and analysis. 
The first phase consisted of the quantitative study, which involved a randomised pretest-
posttest control group design (McMillan & Schumacher, 2014). According to Cresswell 
(2009), the first phase provides the relevant support for the additional qualitative 
research.  
The second phase entailed a qualitative study, whereby participants took part in semi-
structured interviews and a focus group, and wrote essays. 
The integration of the findings of the quantitative and qualitative studies is reflected in 
phase three.  
1.6 PHASE ONE – QUANTITATIVE RESEARCH 
1.6.1 Design 
A randomised pretest-posttest control group design was chosen because group 
differences were eliminated through randomisation, and thus the selection posed no 
threat to the validity of the study (McMillan & Schumacher, 2014). 
The single-factor randomised experimental design involved an independent variable (PSS 
camp), used in order to describe the dependent variable (resilience) of two groups: an 
intervention and a control group. The intervention group attended the PSS camp, while 
the control group did not attend the PSS camp. The randomised controlled trials are 
described by Stolberg, Norman and Trop (2004) as the type of experimental study that is 
the most powerful. 
1.6.2 Sampling 
The schools selected the camp goers and the process did not involve the researcher. In 
order to assist with the identification process, the church included the factors leading to 
vulnerable children – as per Skinner et al. (2004) – in their communication with the 
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schools. The church gave the additional selection criterion that these children should 
show the most deviant behaviour of the previously identified group of vulnerable 
children. The population, therefore, consisted of vulnerable children already identified 
with the help of the definition of Skinner et al. (2004) by 6 local schools in the 
community of Rustenburg, functioning within each other’s social ecologies, with the 
most deviant behaviour. Each school identified children between the ages of 10 and 14, 
thereby including not only different genders, race and socioeconomic status, but also age. 
No criterion was given to the schools with regard to the religion of these children, but as 
the invitation to the PSS camp was on a letterhead of the church, the parents and 
caregivers of the children used their own discretion. In previous years the camp was 
attended by children from different denominations within the Christian faith, and 
children without any confirmed religion. The organisers confirmed that all children were 
welcome, regardless of their faith or denomination. The schools were requested to 
provide a list to the researcher with additional names of children that will not be 
attending the camp, in order to create a control group for this study. 
Random sampling of the participants took place (including the control and intervention 
groups) during phase one. The given lists (each of about 90 names) of children that 
attended the camp and the children that could not attend the camp was used, and 60 
participants were chosen by selecting the first and second names and skipping the third 
name continuously (e.g. ). In this way, 60 children were chosen from the list 
of those that attended the camp (the intervention group) and 60 from the list that did not 
attend the camp (the control group) as participants in this study (N = 120). 
I am well aware that there may have been children that experienced feelings of emotional 
distress during the selection process for the camp, and this has been addressed in the 
section on Ethical Implications section (item 1.10). 
1.6.3 Data collection method 
In phase one a biographical questionnaire, the risk and resource assessment (Res-360), 
the Child and Youth Resilience Measure-28 (CYRM-28) and the strength and difficulties 
questionnaire (SDQ) were used. The aim was to determine the context, psychosocial 
development and resilience levels of the child, as well as to identify the risk factors and 
availability of resources. The biographical questionnaire was first completed by all the 
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participants in order to gather the necessary information needed for data analysis, and to 
provide the context in which the participants’ resilience, strengths and difficulties were 
measured. 
In order to determine the risk factors and available resources, the steps set out in the RCC 
Evaluation Tool Basket: RES-360, were used. The first step was to set up various focus 
groups (service providers, parents or caregivers and teachers). They were asked to name 
the risk factors that these vulnerable youths experienced as well as the available 
resources. After identification they were asked to determine the six most prevalent risk 
factors and the six assets that were most readily available. The second step consisted of 
the compilation of a questionnaire from the information received from the focus groups, 
consisting of 20 questions (approximately 5 from each group) regarding risk factors and 
20 questions regarding asset availability. The third step was to examine the answers 
using Excel spreadsheets. 
 
The CYRM-28 was then used on the randomly selected participants (both intervention 
and control groups) in order to test their current resilience levels and determine if the PSS 
camp had an impact on the enhancement of their resilience. A pretest was conducted 
before exposure of the intervention group to the PSS camp, and a posttest four weeks 
after exposure to the camp. All tests were administered to both the control and 
intervention groups. Van Rensburg, Theron and Ungar (2017) found that the CYRM-28 
had to be adjusted in order to include the subscales of cultural/social and 
community/spiritual. This adaptation of the original CYRM-28 was then found to be 
valid and fitting for use in South Africa (Van Rensburg et al., 2017). This scale can be 
administered to persons between the ages of 9 and 24. 
The SDQ was chosen in order to determine the strengths and difficulties of each 
participant, which shed light on their psychosocial development. The SDQ had 25 
questions that included the following: emotional symptoms (5 items); conduct problems 
(5 items); hyperactivity/inattention (5 items); peer relationship problems (5 items) and 
prosocial behaviour (5 items) (Goodman et al., 1995). This test revealed emotional, 
social and conduct risks when examined and can be obtained from the website 
www.sdqinfo.com. Various studies, including those of Wild, Flisher and Robertson 
(2011), and Agaje (2008), have successfully used the SDQ in South Africa. Both studies 
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found the SDQ valid for use in South Africa. The predictive and discriminator cross-
cultural validity was deemed adequate as the SDQ had been successfully used in 21 
studies in South Africa, and a quarter of the countries in Africa (Hoosen, Davids, De 
Vries & Shung-King, 2018). 
The biographical questionnaire, the CYRM-28 and the SDQ were administered by the 
researcher and 4 trained fieldworkers, who held at least a degree with psychology as a 
major subject. In order to address any questions they might have with regards to the 
content, the researcher sent the questionnaires to the fieldworkers in advance. The 
researcher also informed the fieldworkers of the ethical considerations of the study and, 
in most instances, showed the fieldworkers how to administer the questionnaires. These 
fieldworkers were fluent in English and Afrikaans in order to accommodate those 
learners who did not understand English. No additional translations were requested, 
although it was an available option. Language, behaviours, group membership and the 
community were all familiar to the fieldworkers as suggested by Kozinets (2000). 
1.6.4 Data analysis 
After all the data was collected and manually scored, results were saved in an electronic 
format. The norm of scoring these scales was adhered to. The IBM Statistical Package 
for Social Sciences (SPSS) Version 25 was used and included tests like Kruskal-Wallis 
one-way ANOVA, Wilcoxon signed rank, Kolmogorov-Smirnov, t-tests and 
Correlations. ANOVA (one-way analysis of variance) was used in order to determine the 
differences between the groups, and to make more accurate probability statements. In this 
test, the F statistic was calculated in order to determine if there were any significant 
differences between the groups. Correlations were necessary to determine the 
relationship between psychosocial development and the PSS Camp intervention, as well 
as resilience levels and intervention of the PSS Camp. 
1.6.5 Reliability and validity 
In the South African context each of these data collection methods were found to be 
reliable and valid for use, as confirmed in the data collection section above. All 
questionnaires and tests were administered by the researcher and field workers in a safe 
environment at the schools. Reliability was ensured by measuring coefficient stability, as 
the scores of the same test were correlated on two different occasions and by measuring 
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internal consistency using Chronbach’s alpha as the CYRM-28, and SDQ answer sheets 
consisting of scales rather than right or wrong answers. Validity was therefore 
established by measuring evidence based on contrasting groups, since the difference in 
the predicted direction of the two groups had already been determined (McMillan & 
Schumacher, 2014). 
1.7 PHASE TWO – QUALITATIVE RESEARCH 
1.7.1 Design 
In order to improve the quality of the study, the second phase of the study incorporated a 
qualitative research strategy (Liu, 2016). A generic inductive research approach aimed at 
allowing important and regular themes to emerge from the data, without being confined 
to the traditional structure of the generally specified qualitative strategies, was 
implemented throughout the second phase (Thomas, 2006). 
A descriptive exploratory design was incorporated to examine the phenomena, discover 
categories of participants’ meanings and develop a model for future reference (McMillan 
& Schumacher, 2014). 
1.7.2 Sampling 
Purposeful sampling was used during the second phase, whereby six group leaders were 
chosen as participants for the semi-structured interviews, six group leaders were asked to 
write essays and five learners were asked to participate in the focus group discussion. 
The participants in the interviews and essays during phase two of the study were not part 
of any of the groups from phase one, but they had to act as group leaders of the 
intervention group. Selection criteria for these participants included: previous attendance 
of the junior and senior camps (at least 3 camps); and previously holding assistant leader 
position at camp. Participants would also have been regarded as vulnerable during their 
childhood years. The participants in the focus group discussion were part of the phase 
one study and for the qualitative research they were chosen via site selection. The site 
was one of the participating schools where phase one took place. Three males and three 
females were chosen as participants in the semi structured interviews (N = 6), three males 
and three females were chosen to write essays (N=6), and three males and two females 
were chosen as participants for the focus group discussion (N=5). 
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1.7.3 Data collection methods 
Through discussion, the participants were informed of the focus of the study, 
trustworthiness and what was expected of them. This discussion was held before 
participation commenced. 
The participants were asked to write an essay on the impact that the PSS camp had on 
their lives. As the researcher wanted the participants to write freely and without 
constraint, no other guidelines were given. 
In-depth semi-structured individual interviews were conducted during the interview 
guide approach. The interviewer made decisions with regards to the order and wording of 
the questions during the interview, and the topics were selected prior to the interview 
(McMillan & Schumacher, 2014). Before interviews commenced, confidentiality was 
ensured, as well as voluntary participation in this study. Bronfenbrenner’s bio-ecological 
systems model guided the sequence of questions as this ensured that the current and past 
environments were all taken into account (Bronfenbrenner, 1979). The participants were 
asked questions relating to past and present contexts. General questions regarding the 
macrosystem (e.g. culture) of the participant were asked in order to build a relationship, 
followed by questions with regards to the participant’s exosystem (e.g. neighbourhood). 
The micro- and mesosystems were then incorporated into the questions (e.g. relationship 
with peers). Thereafter questions based on the individual were asked (e.g. health, 
psychosocial problems, resilience). 
Verbatim accounts of the interviews were digitally recorded and the interviewer took 
notes of non verbal communication. The completed interviews were transcribed and 
included the interviewers’ notations. 
As the study consisted of complex topics, a small focus group, consisting of 5 learners 
was also employed as a data collection method (McMillan and Schumacher, 2014). The 
learners took part in phase one of the study and formed part of the intervention group. A 
semi-structured discussion took place where the learners provided more insight into the 
impact of the camp as current participants. 
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1.7.4 Data analysis 
The researcher prepared data in the following sequence: collect, organise, transcribe into 
segments, code, describe, categorise and develop patterns. In order to analyse the data, 
qualitative content analysis had been employed (Zhang & Wildemuth, 2009). There were 
four stages of data analysis: decontextualisation, recontextualisation, categorisation and 
compilation (Bengtsson, 2016). 
Decontextualisation occured as the researcher familiarised herself with the data, reading 
through the essays and transcripts before creating meaningful units by breaking data 
down into smaller sections. Concepts were identified by labelling the meaning with a 
specific colour code (Bengtsson, 2016). To identify the different concepts, the hard copy 
of the transcripts was colour coded by underlining or highlighting sections. 
During the recontextualisation stage, the text was reread in order to verify that all the 
content was covered. Unimportant information was then discarded and information 
critical to the aim of the study was added to a meaning unit (Bengtsson, 2016).  
During the stage of categorisation, categories were created as a process of condensation. 
Sub-categories could be created, but had to be rooted in the data. When an explanation 
was reached that could be regarded as meaningful, then the end of this stage had been 
reached (Bengtsson, 2016).  
Writing up and analysis began during the last stage of compilation. The researcher 
examined the categories in order to find the essence of the studied phenomenon. A 
summary of these themes and categories was compiled (Bengtsson, 2016). 
1.8 PHASE THREE – INTEGRATION OF FINDINGS 
During phase three the quantitative and qualitative findings were integrated to provide 
recommendations and guidelines for refining or designing new PSS camps. The 
qualitative data was used to assess the validity of the quantitative findings, while the 
findings of the quantitative data were used to explain the findings of the qualitative data 
(Fetters et al., 2013). 
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1.9 TRUSTWORTHINESS 
In order to evaluate trustworthiness, Lincoln and Guba (1985) put the folowing criteria 
forward for consideration: credibility, transferability, dependability and confirmability. 
Korstjens and Moser (2018), listed the following ways in which the above criteria could 
be achieved. In this study, credibility was achieved by prolonged engagement and 
triangulation of the data (Webb, Campbell, Schwartz & Sechrest, 2000). By describing 
the experiences, behaviour and context, the researcher ensured transferability as these 
experiences and behaviours had become meaningful to an external party. Dependability 
and confirmability were reached by keeping the research records, as well as explaining 
the steps that had been taken throughout the research, thus implementing an audit trail.  
Multiple methods were used in order to lead the researcher to a more thorough 
comprehension of the same topic, which assists in assuring validity. In this manner the 
same phenomenon could be captured in different dimensions (Bryman, 2016). 
1.10 THEORETICAL FRAMEWORK 
The theoretical framework underpinning this study was Bronfenbrenner’s bio-ecological 
systems theory (Bronfenbrenner, 1979). The interaction between the different factors 
within the various systems supports the positive development of the child 
(Bronfenbrenner, 1994). 
Urie Bronfenbrenner identified different systems in which a child’s development takes 
place. The person-process-context-time model suggests that the experiences of each child 
cannot be understood without an investigation of the interaction between the multiple 
layers of social structures (Bronfenbrenner, 1979). 
People are surrounded by interactive systems. The microsystem is the layer closest to the 
person, consisting of, for example, family and peers. The mesosystem reveals the 
interaction between the individual and the microsystem (e.g. relationship with parents). 
This is followed by the exosystem, which includes the social settings of the individual 
(e.g. neighbourhood). The last layer is the all-embracing, broad macrosystem which 
reflects, for example, cultural and religious beliefs, and social values (Bronfenbrenner, 
1977). 
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This theory assisted in developing a holistic view of the participants of this study, and 
ensured that their contexts could be taken into account. 
The views of Nsamenang (2006) were used in order to integrate an African perspective. 
The perceptions and daily experiences of the participants were affected by their 
development, and thus the social ontogenesis theory was used in order to shed light on 
the contexts of participants’ development. Social ecology partly anchors this theory of 
human development (Nsamenang, 2006). 
The social ecology of resilience (Ungar, 2008) was incorporated, as it shed light on the 
development of resilience. This theory of resilience is grounded in the bio-ecological 
systems theory and thus forms part of the theoretical framework of this study, supporting 
the main theory. 
1.11 ETHICAL IMPLICATIONS 
Lindegger (2006) confirmed that a sound study was made up of ethical considerations. 
The Ethics Committee of the Faculty of Education at the University of Johannesburg has 
approved this study, and proof thereof is attached as Appendix A. 
The once-off consent and assent forms were supplied to the schools by the researcher. 
Where possible the researcher delivered the forms by hand to the school principals, 
explaining the research to them and attaching an outline of the study. The forms for the 
participants, parents and caregivers were then handed to the responsible teachers at the 
various schools, and were completed at home by the participants together with their 
parents or caregivers. An additional explanatory letter accompanied the consent forms, 
explaining in Afrikaans and Setswana that the applicable forms could be translated into 
Setswana and Afrikaans by Mrs. Jane Makinita (Setswana teacher) and Mrs. Reinet van 
der Westhuizen (Afrikaans teacher) respectively. Where a participant needed translation 
of the consent or assent forms in a language other than English, Setswana or Afrikaans, 
the researcher provided translators as required. The research and participation was 
explained in the additional explanatory letters, which also gave a short description of the 
instruments that were used in this study. It was also explained in the consent forms prior 
to the study that confidentiality and anonymity were prioritised, and pseudonyms would 
be used throughout the study to protect the identity of the participants.  
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The researcher has emphasised the voluntary nature of the study, as well as the ‘‘any 
time cancellation agreement’’ whereby participants could withdraw at any time during 
the research. The Department of Education and all the schools involved completed 
consent forms and received an outline of the aims of this study. The Department of 
Education also gave permission to the researcher to conduct the research at South African 
government schools (Appendix B). The outline of this study was also sent to all parents 
and caregivers (Appendix C) together with consent/assent forms (Appendix D). The 
applicable NPO facilitating and organising this camp, had also completed a consent form 
(Appendix F). Feedback of this study would be provided and made readily available to 
all stakeholders for future use. My number was also provided on all the documentation in 
case the participants, parents or caregivers had any queries. 
Prior to the first phase of the study, school principals were asked for authorisation to test 
the children during the day on school grounds, but not during active academic activities. 
During the second phase, the students were interviewed at the premises of two separate 
churches (other than the church organising the camp). 
All tests, questionnaires, essays, transcripts and notes were locked in a cupboard, which 
was not accessible to others. The recordings were saved on a flash drive which was also 
kept locked up. 
This study was not intended to cause any physical, legal or social risk. Some topics 
covered in the questionnaires might have reminded participants of negative experiences, 
which could pose a psychological risk. Due to the possible psychological difficulties that 
might have arisen from this study, a registered social worker, psychologists, play 
therapists, pastoral counsellors and the various school counsellors were approached to 
provide support services. In case of any emotional distress experienced by children who 
were not chosen to be part of the intervention group, the applicable support system at 
their school was available. Where a counsellor, play therapist or psychologist was not 
part of a school’s support system, Dr Linda Grobler and were available to assist,  but this 
was not requested. The support system for this study included: Cecile Janse van 
Rensburg (social worker), Desiree Nieuwoudt (registered play therapist), Dr Linda 
Grobler (registered pastoral counsellor), Rozanne van Ryneveld (registered counsellor), 
Marietjie van der Westhuizen (registered counsellor), Daleen Blay (registered social 
worker) and Charmaine Mullet (registered psychologist – educational). 
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I strongly believed that I was competent in conducting this study as I had worked as a 
counsellor at previous “Jol” camps. I was also responsible for the nutrition programme at 
my previous employment, where we provided a cooked meal for over 170 children daily. 
At the same institution I was part of the learner support team, co-ordinating the social 
welfare of the learners (ensuring every child had such items as a school bag and warm 
clothes). I have experience in Life Skills, both as a Gr. 7 Life Skills teacher and head of 
the subject. I have also been involved in guidance counselling for new parents, completed 
four courses in play therapy presented by Dr. Linda Grobler and levels one and two of 
the Gestalt play therapy course facilitated by Prof. H Schoeman (formerly involved at 
North West University and University of Pretoria). I am registered with the Council for 
Counsellors South Africa and the South African Council for Educators. I have an 
undergraduate BA degree in psychological counselling - with specialisation in the 
educational context, a Post Graduate Certificate in Education, and two honours degrees 
in Education (inclusive education and educational psychology). 
1.12 CLARIFICATION OF CONCEPTS 
The following is a clarification of the key concepts that were used in this study. 
1.12.1 Vulnerable children 
The concept “vulnerable” can be defined as being poorly defended or weak, while 
children that are exposed to risk factors – like the unavailability of proper parental 
support, nutrition and education, maltreatment (like the exploitation of children), 
violence, abuse (including neglect) and HIV/AIDS infections – can be regarded as 
vulnerable children (Arora, Shah, Chaturvedi & Gupta, 2015). The World Bank defines 
child vulnerability as a child where a negative outcome caused by shock is a higher 
probability in relation to others in the population, and results in a downward spiral with 
each loop resulting in a higher degree of vulnerability, allowing for multiple stages of 
vulnerability (World Bank, 2004). 
Skinner et al. (2004), argued that a definition for vulnerable children should rather 
include the various factors of importance. Therefore, the following factors of importance 
were identified: Poverty, hunger, chronic illness of a caregiver, inadequate services, lack 
of shelter and clothing, overcrowding, caretakers that are deficient, desertion or death of 
a parent; or specific factors of a child (which includes disability, violence (physical or 
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sexual) or severe chronic illness) are all factors that could result in increasing the 
vulnerability of children (Skinner, et al., 2006). 
For this study the definition by Skinner et al. (2004), encompassing all the relevant 
factors that contribute to the vulnerability of children, will be employed.  
1.12.2 Risk factors 
Risk factors refer to the phenomena of negative outcomes from contributions stretching 
over the life span of an individual (Farenga & Ness, 2015). The definition of risk factors 
adopted in this study was based on that of the World Health Organization, which defined 
risk factors as the exposure, characteristic or attribute that may lead to the development 
of injury or disease in context of child vulnerability. (n.d., “Health Topics: Risk factors”). 
1.12.3 Resilience 
Resilience has been defined in various ways from different approaches. The trait-
orientated views personality traits as the reason for an individual’s resilience; the 
outcome-oriented approach suggests that resilience is the result of a behavioural outcome 
or function; and the process-oriented strategy regards resilience as a dynamic process 
with active adaptation and rapid recovery of individuals (Hu, Zhang & Wang. 2014). 
Resilience is defined by Ungar as the capacity of an individual, family, community or 
environmental system to return to normative functioning after exposure to an atypical 
stressor (Ungar, 2011). The American Psychological Association refers to resilience as a 
successful adaptation process when faced with trauma, tragedy, stressors and threats 
(American Psychological Association, 2011). As each individual has their own normative 
functioning, which might differ from what others condiser successful adaptation, the 
definition of Ungar (2011) was applied throughout this study. 
1.13 DEMARCATION OF THIS STUDY 
Chapter 1 serves as an introduction to familiarise the reader with the context of the study. 
It aims to clarify the objectives, design, methodology, sampling, data collection methods, 
data analysis methods, and validity and reliability of the study. Ethical issues, the 
theoretical framework and clarification of concepts are also discussed. 
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Chapter 2 provides a comprehensive review of the available national and international 
literature on the research topic. Important terminology is clarified and the underpinning 
theoretical framework discussed. 
Chapter 3 serves as a discussion on the research design and methodology of the study. 
The different phases, data collection methods, methods of data analysis, sampling, 
instruments and ethical considerations are expanded in detail. 
Chapter 4 gives a statistical analysis of data, discussion and interpretation of the 
quantitative results. 
Chapter 5 serves as an analysis, discussion and interpretation of the qualitative data in 
that it contextualises the findings through the participant’s voices by means of quotations 
from the interview and essays. 
Chapter 6 consists of a discussion on the content analysis that emerged from the findings, 
the theoretical framework that was used for the purpose of this study, and the 
researcher’s critical voice. 
Chapter 7 contains recommendations if needed and guidelines for the refinement or 
designing of further development of PSS camps to support vulnerable children. It also 
summarises key findings of the study. A reflection of the limitation of this study is given, 
as well as recommendations for future research. 
1.14 CONCLUSION 
The purpose of this chapter was to supply the reader with an overview and a summary of 
the background of the research study. The aims of the study were provided, together with 
the research questions. Ethical considerations were mentioned, concepts were clarified 
and a chapter outline provided in order to clarify the structuring and conceptualisation of 
this study. 
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CHAPTER 2 
LITERATURE REVIEW 
2.1 INTRODUCTION 
In order to clarify vital concepts to this study a literature review is necessary. This 
discussion will not only assist with clarifying these concepts, but also with understanding 
the aim of this study and the theoretical framework that underpins it. The most important 
concepts of this study are vulnerable children, including the risks they face that can be 
contributing factors to their vulnerability, PSS camps and resilience. These concepts 
make up the research question that deals with the impact that PSS camps have on 
vulnerable children. The risks that vulnerable children face, and the level of their 
resilience, form the secondary questions. These concepts will be broadly discussed and 
analysed in order to gather the most important information. Different points of view will 
be taken into consideration, but without a doubt the most important aspect of the 
literature review is consolidating an understanding of these concepts.  
Determining the resilience levels of vulnerable children is a secondary aim, but, together 
with the risks that children face, forms an important pillar of this study. Defining the last 
important concept will include a discussion on the seven resource categories identified by 
Ungar et al.(2007), in order to enhance resilience. Several resilience studies conducted in 
South Africa assist with the applicable focus for this study. 
2.2 DEFINING VULNERABLE CHILDREN 
As the vulnerability of children in South Africa increases, it has already been established 
earlier in Chapter 1, that complex factors lead childred becoming vulnerable (Skinner and 
Davids, 2006), and when defining this concept the focus should be on including various 
important factors. Factors that can result in vulnerability of children include: poverty, 
hunger, a caregiver with a chronic illness, inadequate services, lack of shelter and 
clothing, overcrowding, caretakers that are deficient, desertion or death of a parent; or 
child specific factors, including severe chronic ilness, disability and physical or sexual 
violence (Skinner et al., 2006). Defining vulnerable children will thus entail an 
exploration of these important factors. This concept is the foundation of this study and 
will assist in understanding the rationale behind the formation of psychosocial camps.  
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The Children’s Commissioner for England defined seven categories of children’s 
vulnerabilities (Children’s Commissioner for England, 2017). The first category included 
formal categories of children in state care. The second covers official categories of need, 
which may reflect conditions within a family. The reflection of child development 
features formed the third category and the fourth included children that have been 
assessed and are receiving services. In the fifth category vulnerabilities which were 
informal, such as domestic violence were included. Category six included families that 
were troubled or in need of support and the last category reflected academic and 
scientific literature on resilience and risk which also included approaches and tools like 
the measurement of adverse childhood experiences (Children’s Commissioner, 2017). 
Considering these two definitions, it is clear that a consensus on the definition of 
vulnerable children is, as Skinner suggested, complex and reveals more of an umbrella 
term which includes various factors, and thus the definition of Skinner et al. (2006) will 
be employed in this study. In order to understand this definition, it is necessary to 
investigate the factors that it includes. This will also provide an opportunity to investigate 
the impact they have on children, be it psychosocial, educational or economic. Some of 
these factors will also be more prevalent in certain cultures or societies and, in order to 
reflect a multicultural society, it is necessary take that into consideration in our 
understanding of vulnerable children. An attempt will thus be made to shed some light on 
the current South African situation with regards to these factors, using South African 
resources where possible. The risks that children face will be identified when defining 
vulnerable children, and this will give insights into their world as well as more 
encompassing understanding of the children involved in this study. 
2.2.1 Poverty 
Poverty is one of the factors leading to vulnerability, if not the most prevalent (Hall et al., 
2012). In a study of absolute poverty between 2006 and 2015, 55% of South Africans 
were found to live below the line of poverty (Statistics South Africa (Stats SA), 2017).. 
The food poverty line represents the level below which people are unable to purchase 
food to provide their basic needs of 2100 calories per day. According to these statistics, a 
total of 13.8 million people in South Africa did not have enough to eat during the study 
period (Stats SA, 2017a). In 2015, 79.2% of the South African adult population without 
any education were regarded as living in poverty; while South Africans with matric 
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living in poverty were 35.6% and only 8.4% of the total South African population with a 
higher education lived in poverty. The same study also showed that in the age group of 0 
to 17, poverty was the highest, as 66.8% of South African children lived in poverty in 
2015 (Stats SA, 2017a). These statistics show a definitive relationship between education 
and poverty. 
According to Ally and McLaren (2016) a current external barrier is the cost of schooling, 
while Arendse (2011) stated that 245 000 of all learners registered for the 2015 school 
year did not attend school. Among the reasons given for this are the inability to pay 
school fees, lack of transport, lack of basic infrastructure and inadequate resources at 
schools (including, for instance, water, sanitation and books).  
Children living in poverty are not only challenged by external barriers to learning, but 
also experience enormous internal barriers. Studies showed that poverty had a negative 
impact on brain development. The biggest effect was on the development of the 
amygdala and hippocampus, which regulate the processing of emotion and regulation of 
stress (Yoshikawa, Aber & Beardslee, 2012). It has also been found that executive 
functions – like planning impulses, emotional control and attention – of children living in 
extreme poverty are negatively affected by poverty-related risks and this influences early 
academic abilities (Perry, Barren, Blair & The Family Life Project Key Investigators, 
2018).  
2.2.2 Hunger 
Patel et al. (2017) concluded that only 47% of caregivers would have food readily 
available and that 4 out of 10 children would be hungry every day. According to the 
United Nations World Food Programme (2018) school feeding programmes supports the 
education and welfare of children, not only through better health and nutrition, but also 
increasing achievement in, and access to, education. In 2014/2015 the Department of 
Basic Education administered the National School Nutrition Programme, which fed an 
estimated 9,2 million learners in 19 800 schools across the country (Stats SA, 2016, “You 
can’t teach a hungry child: school nutrition in focus”).  
Hunger affects children in multiple ways as Chilton and Rabinowich (2012) confirm. 
They stated that it can cause toxic stress, which is the profound and elongated activation 
of the stress management system of the body. Malnutrition can be the result of a lack of 
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healthy food and can have an enormous impact on the first years of life, influencing 
physical growth, resulting in low immunity, negatively impacting the brain of a child 
with regards to functioning and size, and ultimately stunting the capacity of the intellect 
(Prado & Dewey, 2014). Hungry children spend their mental reserves on insufficient 
resources they need, thus focussing on food and that can lead to the neglect of their 
schoolwork (Shah, Mullainathan & Shafir, 2012). 
2.2.3 Chronic illness and/or death of a caregiver 
In South Africa the HIV/AIDS epidemic is a harsh reality, including all AIDS related 
illnesses. According to the database of the Joint United Nations Programme on 
HIV/AIDS (UNAIDS), South Africa had 7.2 million people living with HIV in 2017, 
which is the biggest HIV epidemic in the world (UNAIDS, 2018). More than 2 million 
children have been orphaned as a result of the HIV/AIDS-related death of a family 
member in South Africa (UNICEF, 2016b). Children are not exempted from this illness 
and in 2017 there were approximately 280 000 children in South Africa, younger than 14 
years old, living with HIV, with only 58% having received treatment (UNAIDS, 2018). 
These are the statistics for HIV/AIDS in South Africa. It does not include deaths from 
causes such as tuberculosis, cancer, motor vehicle accidents and murders.  
With the exposure to so many illnesses and fatalities, it is necessary to look at the impact 
it might have on our children. Many children witness the devastating effects and the 
aftermath of such life changing events. It is not only the caregiver or the ill child that 
must adjust to a newly diagnosed disease, but also siblings or the children of ill 
caregivers.  
The psychosocial impact includes the risk for depression, which increases when a child 
lives with a terminally ill parent or has been orphaned (Thurman, Nice, Taylor & 
Luckett, 2017). Children dealing with chronic illness show less post-traumatic stress than 
children dealing with the death of a parent, but the anxiety and depression levels for both 
are the same (Howell et al., 2016) 
Children’s educational development is also affected by chronically ill parents or the 
death of a parent. Some of the areas affected includes school enrolment and attendance, 
school behaviour and performance, school completion, and educational attainment (Guo, 
Li & Sherr, 2012). Chen (2017) found that children with chronically ill parents recorded 
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higher absenteeism from school, as well as a higher risk for performance academically. 
He concluded that the chronic illness of a parent may indirectly affect the educational 
functioning of a child.  
2.2.4 Inadequate services and infrastructure 
Post-1994, great strides have been made by the government in providing the basic service 
of water to all people in South Africa. The World Wide Fund for Nature – South Africa 
reported in 2016 that 46% of South Africans had piped water inside their houses; 27% 
had piped water inside the yard; 12% had access to piped water on a community stand 
less than 200 m from their dwelling; 6% used piped water on a community stand more 
than 200 m from their dwelling; and 9% had no access to piped water. Reporting on 
sanitation in South Africa, 60% of households had a flush toilet connected to public 
sewerage system; 3,5% had a flush toilet connected to a septic tank; 31% used a pit 
latrine; 1% used a bucket; 3,5% defecated openly; and 1% used other. With regards to 
electricity the country also showed great improvement with Stats SA reporting a total of 
84.4% of households having access to electricity (Stats SA, 2018). 
Focussing on service delivery at South African schools might shed some light on the 
vulnerability of children out of their homes and in the environment where they receive a 
basic human right: education. The 2017/18 National Education Infrastructure 
Management System report contained the following findings on South African schools: 
269 were without electricity, 7816 had no piped water, 37 had no sanitation and 8702 had 
pit latrines.  
We should never forget the names of Michael Kumape and Lumka Mthethwa. They were 
the two 5-year-olds who lost their lives when they fell into pit latrines at their schools 
(“South Africa to eradicate”, 2018). In February 2019, a concrete slab collapsed at 
Hoërskool Driehoek in Vanderbijlpark, killing 4 children and leaving another 20 in 
hospital (Hlatshaneni, 2019). The well-being and overall performance of students are 
influenced by poor infrastructure (Nortje, 2017) and, as Gater and Isaacs (2012) state, 
fully functioning schools with better infrastructure appear to be conducive to student 
learning. The infrastructure and services in South African schools should not add to the 
creation of vulnerable children, but instead should aspire to reduce the vulnerability of 
children. 
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2.2.5 Overcrowding 
With inadequate infrastructure, sufficient space is not only unavailable at home, but also 
at school. The formation of identity, development of skills and socialisation are all 
processes that can be disrupted by an overcrowded environment at home (Solari & Mare, 
2011). Solari and Mare (2011) also found that the space at home is used for the 
following: homework purposes the interaction between family members, identity 
development, the practice of skills and for sleep. The lack of space within a home thus 
exposes children to the risk of unsupportive housing environments. 
In a school environment, overcrowded classrooms have an enormous impact on the 
children and the teachers. Marais (2016) found that overcrowded classrooms had the 
following effects: lack of attention; inadequate levels of participation and academic 
achievement; insufficient individual care from teachers; unhygienic environment; 
learners that were passive and poorly motivated; disciplinary problems; and teachers that 
struggled with time management.  
2.2.6 Unsupportive parents/caregivers 
Unfortunately, social welfare is not always to blame for the vulnerability of children. 
Sometimes it is the people to whom they are entrusted. Olson, Bates, Sandy and 
Lanthiers (2000) found that inadequate parenting which involved a highly hostile 
environment, insensitivity, behaviour which can be described as punitive and coldness 
from parents, are all factors that can be associated with externalised disorder 
development. Less consistent and often negative parents lacking communication skills, 
with low levels of involvement and parenting which is harsher (that might include 
physical discipline) are also associated with Attention Deficit Hyperactivity Disorder 
(ADHD) (Deault, 2010). Peris and Miklowitz (2015) confirmed this, stating that the 
interactions between children and their parents is a relevant factor in the environment of 
a child that can result in a diagnosis of ADHD.  
Rejection by parents (maternal/paternal) in the form of neglect or indifference has a 
significant mutual relationship with the psychological maladjustment of children, 
including the seven negative dispositions with regards to personality (Khaleque, 2015). 
Khaleque (2015) listed the following negative dispositions: defensive independence, a 
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low self-esteem, self-adequacy which is low, unstable emotions, a worldview which is 
negative, emotional numbness, and aggression or conflict. 
In disadvantaged communities, the job dynamics of parents often obstructed their 
involvement in their children’s lives (Jensen, 2009), while parents in poor communities 
struggled to provide resources necessary for education (Anderson & Minke, 2007). 
Xiaofeng, Wenhui and Aibao (2018) stated that the reading ability of learners was 
impacted negatively by the absence of their parents. Keeping the above statistics in mind 
with regards to the HIV/AIDS epidemic in South Africa and the high levels of poverty, it 
is troublesome to acknowledge the effect a deficient parent has, not only on the 
psychosocial development of a child, but also on their educational development, even if 
not by choice. 
2.2.7 Desertion of a parent 
The South African Children’s Act 38 of 2005 (RSA) ss1-5 defines child abandonment as 
follows: 
 ‘abandoned’, in relation to a child, means a child who- 
(a) Has obviously been deserted by the parent, guardian or care-giver; or 
(b) Has, for no apparent reason, had no contact with the parent, guardian, or 
care-giver for a period of at least three months;  
The entitlement and rights that children have to receive care from parents is also 
addressed in the African Charter on the Rights and Welfare of the Child (Organisation of 
African Unity, 1990) and the United Nations Convention on the Rights of the Child 
(United Nations General Assembly, 1989). 
The effect that abandonment has on children is far reaching. While the prospects for 
advancement of children and their social adjustment are compromised, their wellbeing is 
also at risk (Thabane & Kasiram, 2015). In their study on neuropsychological measures 
of attention, memory and executive functions, Cardona, Manes, Escobar, López and 
Ibáñez (2012) found damaging effects of cognitive impairments in children with a history 
of abandonment in institutions. 
The Children’s Act 38 of 2005 (RSA) ss1-5, contains this definition of neglect:  
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“‘neglect’ in relation to a child means a failure in the exercise of parental 
responsibilities to provide for the child’s basic physical, intellectual, 
emotional or social needs” 
The reasons for abandonment of a child are complex, but regardless, the effect it has on 
that child, and ultimately on society, remains damaging. The deliberate desertion of a 
child can be regarded as a failure of parents or caregivers to fulfil their responsibilities 
towards that child and should thus also be regarded as neglect. According to the World 
Health Organisation (1999) this is a form of abuse. The discussion on abuse will be 
addressed further in the relevant section below. 
2.2.8 Disability 
Howson (2018) stated that a shift has taken place with regards to the definition of 
disability to not only include the limitations of medical and biophysical problems, but 
also the interactions between the surroundings and the individual. The definition now 
involves a cultural and social paradigm (Howson, 2018. The Convention on the Rights of 
Persons with Disabilities (CRPD) states that the term ‘‘disability’’ is a concept which is 
evolving and includes long-term physical, intellectual, mental and sensory disabilities. 
The CRPD also stated that these factors may hamper the complete participation of such 
an individual in the community on a platform which is regarded as equal to others, 
eventually emphasising a disabled environment more than the capabilities of the 
individual (South African Human Rights Commission [SAHRC], 2015) 
Equal opportunities with regards to education are also ensured for people with disabilities 
in Section 29(1) of the Constitution of South Africa, while inclusive education is 
guaranteed in Article 24 of the CRPD. The Department of Basic Education (2016b) 
found that approximately 600 000 disabled children were not enrolled in school between 
2013 and 2015. Some of the reasons these children were turned away included 
discrimination, the absence of reasonable accommodation facilities (like wheelchair 
ramps), and special schools that could not provide inclusion because of specific needs 
with regards to learning.  
Learners with disabilities who do not receive early access to learning have an increased 
risk of not being able to acquire the necessary skills for the open labour market 
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(Department of Women, Children and People with Disabilities, 2013) and are also less 
likely to complete  tertiary education (SAHRC, 2016). 
2.2.9 Severe chronic illness of a learner 
Together with disabled children, children that have a severe chronic illness can also be 
regarded as vulnerable. The University of Michigan defines a chronic illness as a health 
problem that has an impact on the activities regarded as normal, lasts over three months 
and includes various forms of care, like hospitalisation, home care and medical care, 
which can be extensive (Michigan Medicine, 2016). The number of children with chronic 
diseases has risen dramatically and may have a negative impact on the educational and 
psycho-physical development of the child (Pluta et al., 2018). 
The impact of a long-term chronic health condition can have several effects on a child, 
including; anger, resentment, embarrassment, bullying, teasing, grief, long pauses in 
education because of treatment or hospitalisation resulting in social relationship breaks, 
which might result in an issue of maintaining friendships (Coulter et al., 2016.) 
2.2.10 Violence and crime 
In South Africa, it is unfathomable to not add the vulnerabilities that children suffer from 
violence and crime. In 2018 a total of 2.09 million crimes were reported in South Africa. 
Heissel, Sharkey, Torrats-Espinosa, Grant and Adam (2018) found that children’s 
executive function and academic skills are also affected by exposure to crime and 
violence. This might be because of sleep deprivation that occurs as a result of the 
increased levels of awareness and vigilance in response to exposure to crime or violent 
behaviour (Sharkey, Tirado‐Strayer, Papachristos and Raver, 2012).  
Crime does not only affect the family that was victim to the crime or violence, but also 
the family of the perpetrator. Nylander, Kalstrom and Hellfeldt (2018) found that 
children with a parent or parents in a prison experienced feelings of being less supported 
and loved as well as running a higher risk of not completing higher education. These 
children were also more likely to be placed in special education programmes and 
experienced lower well-being, while their mental health problems increased. In these 
children researchers found higher hospitalisation rates because of mental health problems 
as well as higher risks for suicide. 
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2.2.11 Abuse 
UNICEF list four types of abuse: emotional, sexual, neglect and physical (UNICEF, n.d. 
‘‘Forms of abuse’’). In 2011/2012 the South African Police Service revealed statistics 
which showed that a staggering 50 688 children were victims of violent crimes of which 
20 862 were sexual offences (UNICEF, 2013). Long term child abuse causes mental, 
physical and emotional health problems (Seehuus, Clifton and Rellini, 2015). 
Zimmerman and Posick (2016) found that perpetrators typically experienced some type 
of abuse themselves when they were a child, thus showing a tendency to be part of a 
vicious circle.  
Neglected children showed slower educational development than children that were not 
neglected, while their anti-social behaviour was also more prominent (Chappie & Vaske, 
2010). The attention span, attitude to class work and ultimately the academic 
performance of an abused child is negatively affected (Alokan & Olatunji, 2014). 
In the area where this study took place, most of the above vulnerabilities were listed as 
risks. These risks were previously identified by the teachers that work with the camp 
organisers and they also emerged during the camp. During the data collection process 
these vulnerabilities became evident and were discussed in the data analysis chapters that 
follow. 
2.3 PSYCHOSOCIAL CAMPS 
2.3.1 Definition 
There is a research gap that exists with regards to psychosocial camps, especially in 
South Africa, and in order to clarify this concept, reference will be made to international 
literature only. 
For this study, Ribbe’s (2010) definition of an organised camp was adopted...He stressed 
the camp should result in a change-inducing environment. It should be temporary, 
outdoors and educational. Outcomes in four domains have been identified by the 
American Camping Association: thinking and physical skills; positive values and 
spiritual growth; social skills; and a positive identity (Henderson et al., 2007). According 
to Wilson and Lipsey (2000), a camp for delinquent youth had positive outcomes with 
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reduced delinquent behaviour. At another camp, focused on youth with HIV/AIDS, 
positive psychosocial development was recorded (Gillard et al., 2011).  A study by Kirk 
and Day (2011) presented positive outcomes of camps attended by foster children, who 
promoted their belief that they could be successful in tertiary studies as their life skills 
were enhanced, and their sense of empowerment and purpose were developed.  
The psychosocial camp in this study will be defined as an organised camp, temporary in 
nature, educational, with a change-inducing environment, and supportive of the social 
and psychological development of children. 
2.3.2 Camps for youth with delinquent behaviour 
Wilson and Mackenzie (2006) found that the only distinction that could be made between 
successful and unsuccessful boot camps for young offenders, was youth counselling. 
Ungar (2009) described the type of relationship between the counsellor and the young 
person as a relationship with a caring adult that is special in nature, and which focuses on 
the problems of the young person and the young person themselves. For an organised 
camp, as defined by Ribbe (2010), counselling can thus be regarded as a necessity for the 
camp to be successful in changing delinquent and negative behaviour.  
2.4 RESILIENCE 
Determining the resilience levels of vulnerable children is a secondary aim, but together 
with the risks that children face, forms an important pillar of this study. In defining this 
important concept, the seven resource categories identified by Ungar et al. (2007) will be 
discussed. Several resilience studies conducted in South Africa will assist with the 
applicable focus for this study. 
2.4.1 Definition 
Resilience is the recovery of functions which can be regarded as normal after exposure to 
an atypical stressor (Ungar, 2011). Individuals that are resilient can overcome childhood 
adversity and thereby achieve positive outcomes (Carswell et al., 2017). 
2.4.2 Categories of resilience 
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Seven categories of interaction were identified by Ungar et al (2007) as enhancing 
resilience. These categories are shown in Table 2.1. 
Table 2.1:   Categories of resilience 
 
 
 
CATEGORY 
 
EXPLANATION 
 
 
1 
 
 
Material resources 
Access to basic needs, such as shelter, clothing and food. 
Assistance regarding employment, educational, finance and 
medical.  
 
2 
 
Relationships 
Relationships with family members, the community, adults, 
peers and notable others. 
 
 
3 
 
 
Identity 
Aspirations, values and beliefs, identification with regards to 
religious and spiritual beliefs, collective and personal sense of 
purpose, evaluation of weaknesses and strengths. 
 
 
4 
 
 
Power and control 
Encounters where one experiences caring for others and for 
oneself, the capacity of a person’s physical and social 
environment to affect change in order to gain health resources. 
 
5 
 
Cultural adherence 
Support for, and adhesiveness to, one’s global and cultural 
beliefs and values, and the application thereof. 
 
 
6 
 
 
Social justice 
Discovering a position to fulfil in the community which is 
meaningful, and finding social fairness in related experiences. 
 
 
 
7 
 
 
 
Cohesion 
Stabilising the sense of responsibility towards the greater good 
through consideration for something or someone else. The 
spiritual and social experience of being a part of something 
bigger.. 
Note: Adapted from Ungar et al., (2007).  
2.5 THEORETICAL FRAMEWORK UNDERPINNING THIS STUDY 
2.5.1 Introduction 
Bronfenbrenner’s bio-ecological systems theory was used as the underpinning framework 
for this study (Bronfenbrenner, 1994). The interaction between the different factors 
within the various systems, support the positive development of the child 
(Bronfenbrenner, 1994) which is one of the aims of the PSS camp.  
The social ontogenesis theory was selected to support the bio-ecological systems theory 
with an African perspective, and integrated with Ungar’s social-ecology of resilience. 
The roots of these supporting theories can be found in the bio-ecological systems theory 
and thus are incorporated to provide a fuller and diverse understanding of the main 
theory. 
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2.5.2 The systems in the bio-ecological systems theory 
In his bio-ecological systems theory, Bronfenbrenner identifies different systems in 
which a child’s development takes place (1979). According to the person-process-
context-time model, the experiences of each child cannot be understood without an 
investigation of the interaction between the multiple layers of social structures 
(Bronfenbrenner, 1979).  
The microsystem is the system that is the closest to the person. The individual is placed 
at the core of this system which considers factors such as age, gender and health. The 
microsystem can include the family of the individual (e.g. parents, siblings, grandparents, 
friends, family doctor and coach).  
The mesosystem reflects the interaction between the microsystem and the individual. 
This system consists of relationships that are formed between the individual and the 
people in the microsystem, for example, relationships with friends, parents and pastor.  
The exosystem reveals the social setting of the individual and can include settings like 
the neighbourhood, church and social services. This often reflects the nature of the 
community surrounding the individual.  
The last and outer system surrounding the exosystem is the macrosystem. This system 
includes, for example, cultural and religious beliefs, values and ethics. It is the bigger 
picture of the community that surrounds an individual (Bronfenbrenner, 1977).  
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Figure 2.1:  Illustration of Bronfenbrenner’s bio-ecological systems theory. 
The bio-ecological systems theory assisted the researcher to develop a holistic view of 
the participants. This enabled us to understand the circumstances the participants found 
themselves in, the risks they faced and the resources available to them. By viewing all of 
the systems of a child, stakeholders can identify critical needs to be addressed.   
2.5.3 Social ontogenesis theory 
In the social ontogenesis theory, ecology and social systems determine human 
development, and cognitions and norms are developed from the cultural environment 
children find themselves in (Pillay, 2014a). Pillay also stated that the setting in which a 
Macrosystem 
• Beliefs, culture, ideologies, 
attitudes 
Exosystem 
• School , community, 
social media, mass 
media, social service 
Mesosystem 
• Interaction of school, 
community, peer 
group, religious 
institutions 
Microsystem 
• Parents, 
teachers, 
peers, siblings, 
coaches, 
elders 
Individual 
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child grows is emphasised in this theory, and this includes the ancestral, spiritual and 
social selfhoods (2014a).  
In this study, these selfhoods were taken into consideration when the risks and resources 
were assessed and to establish the impact that the PSS camp had on the learners. 
2.5.4 Social ecology of resilience 
This study employed Ungar’s interpretation of a social ecology of resilience which, as 
with Bronfenbrenner’s view, shifts the focus to the social ecological factors impacting a 
child. The social ecology of resilience can be defined as “the capacity of individuals to 
navigate their way to psychological, social, cultural and physical resources that sustain 
their wellbeing, and their capacity individually and collectively to negotiate for these 
resources to be provided and experienced in culturally meaningful ways” (Ungar, 2008, 
p. 225). In his model, which is rooted within the bio-ecological systems theory, Ungar 
outlines categories which enhance resilience. This model provided support for the main 
theory and was integrated in order to yield a better understanding of resilience within the 
systems theory.  
2.6 CONCLUSION 
In Chapter 2 the literature review provided a better understanding of the vulnerabilities 
that children experience as well as the resilience of vulnerable children. A definition of a 
PSS camp was given in order to have a clear understanding of the type of camp. The bio-
ecological systems theory will provide the theoretical framework of this study, supported 
by the social ontogenesis theory in order to provide an African perspective. The social 
ecology of resilience will also serve to support the main theory and enhance our 
understanding of resilience within the bio-ecological systems theory. The methodology 
that was applied in order to achieve a successful study with these theories and definitions 
in mind will be discussed in Chapter 3. 
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CHAPTER 3 
RESEARCH METHODOLOGY 
3.1 INTRODUCTION 
Chapter 2 provided information on the background and theoretical framework of this 
study. Chapter 3 aims to inform the reader of the research approach, research paradigm 
and research design. The three phases used in the study to collect and interpret the data 
will be discussed in detail, as well as the trustworthiness of the study. 
3.2. RESEARCH METHODOLOGY, PARADIGM AND DESIGN 
3.2.1. Mixed method approach 
In order to meet the aims of this study, a sequential explanatory mixed method approach 
was chosen. This approach was selected because it is beneficial in the identification of 
factors, issues and other questions that could become relevant during the study 
(McMillan & Schumacher, 2014). The research was improved by utilising a mixed 
method approach as the impact of the camp was explored on the macro- (group), micro- 
(individual) and meso- (interaction) levels, as supported by the theoretical framework 
underpinning this study (i.e. Bronfenbrenner’s bio-ecologial systems theory). 
Cresswell and Plano Clark (2010) referred to this type of study, where one set of data 
plays a secondary role to another set of data (which is the primary source of data) as an 
embedded design. The validity of this research has been enhanced by the supplemental 
component of the qualitative data, reflecting the enrichment of our understanding and the 
verification of results by an additional perspective (Morse & Niehaus, 2016).  
McMillan and Schumacher (2014) stated that the use of mixed method research has 
various advantages. More comprehensive data can be provided, the outcomes and the 
processes can be studied and the limitations of using single method research are 
compensated for. In addition, different types of research questions can be investigated, 
including complex research questions, and the credibility of the findings from a single 
method can be enhanced. 
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3.2.2 Pragmatic research paradigm 
A research paradigm can be described as a foundation of beliefs that guides action (Guba 
as cited in Cresswell, 2014, p. 16). The pragmatic paradigm, described by Smith (2019) 
as a personal experience, informs this mixed method study.  
Pragmatism does not involve the gaining of truth through ideas, but rather through 
experience. It involves people relating to the concrete and not the abstract (Moore, 1961). 
The pragmatic paradigm implies that people find reality through interaction with their 
environment (Younkins, 2009), which means that their ideas spring from their 
experiences and not from their mental constructs. Cresswell (2014, p. 11) stated that the 
principles of pragmatism means not being committed to only one philosophical idea, 
having freedom of choice with regards to research methods, procedures and techniques 
(guided by the needs of the research) and employing truth as that which is working at the 
specific time. In addition, one should look at the direction the researcher wants to take 
with the research, aim not to see the universe as a unit which is absolute by using several 
approaches, and researching in various contexts (such as educational, social and 
psychological). 
The pragmatic research paradigm has been implemented in this research, involving 
triangulation and engagements which were prolonged and permitted the participants’ 
experiences to be voiced (Onwuegbuzie & Leech, 2007). This paradigm was the most 
suitable as it allowed the employment of various data collection methods during the 
study. The research was done in different contexts, allowing a more encompassing 
comprehension of the intervention and lives of the participants. Pragmatism enhanced the 
understanding of the meaning of the participants experiences, as the participants were 
approached in an holistic manner and the research involved all the systems interacting 
with, and impacting on, the lives of the participant. This paradigm also allowed the 
quantitative data to be explained through the voices of the participants in the qualitative 
data. 
3.2.3 Sequential explanatory mixed method design 
As the study was done in different phases, a sequential explanatory mixed method design 
was used (Cronholm & Hjalmarsson, 2010). The quantitative study was followed by the 
qualitative study, providing explanations for the findings from the quantitative data. 
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According to McMillan and Schumacher (2014), some of the advantages of this design 
include the straightforward implementation and presentation of results as well as the 
identification of themes in the qualitative data by using the quantitative results. 
During the first phase, the quantitative study was implemented. This entailed a 
randomised pretest-posttest control group design. In the second phase of the study, the 
qualitative study was employed. This phase consisted of semi-structured interviews, 
essays and a focus group. Integration of the findings from the first two phases was done 
during phase three. In order to refine the PSS camp or design other PSS camps, 
recommendations / guidelines will also be provided in this phase. 
3.3 PHASE ONE – QUANTITATIVE RESEARCH 
3.3.1 Design 
An experiment can be described as a way of understanding something by modifying 
conditions and identifying the effect thereof on something else (McMillan & 
Schumacher, 2014). According to McMillan and Schumacher (2014) the characteristics 
of experimental research includes a theory driven research hypotheses, control groups 
and subjects which is statistically equivalent in the intervention (random assignment), 
interventions which is independently controlled by the researcher and applied uniformly 
to all subjects and measuring each dependent variable. It also includes inferential 
statistics usage as well as rigorously controlled extraneous variables and conditions. 
Educational research does not always include all of the six characteristics, but when they 
are mostly present, we can refer to randomised experiments (McMillan & Schumacher, 
2014).  
Some of the weaknesses of this design include the complex environment, other factors 
affecting the results and the interaction that might take place between the experimental 
and control groups (McMillan & Schumacher, 2014). 
In order to determine the causal effect of the camp’s intervention, the experimental 
method is the best option. A high degree of control is also possible with regards to the 
extraneous and confounding variables. A randomised pretest-posttest control group 
design was chosen. In order to eliminate differences between the groups, the participants 
were randomly selected (McMillan & Schumacher, 2014). Stolberg et al. (2004) 
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described the randomised controlled trials as the most powerful type of experimental 
study 
The PSS camp acted as the independent variable in the single-factor randomised 
experimental design. The dependent variable (resilience) was described by the 
independent variable and consisted of two groups, the control group and the intervention 
group. The group that attended the PSS camp was the intervention group and the group 
that did not attend the camp was the control group.  
 3.3.2 Sampling 
The schools involved were asked by the organisers of the camp to identify vulnerable 
learners and this process did not involve the researcher. The vulnerable children were 
identified with the help of the criteria set out by Skinner et al. (2006). As established, this 
included factors like poverty, hunger, chronic illness of a caregiver, inadequate services, 
lack of shelter and clothing, overcrowding, caretakers that are deficient, desertion or 
death of a parent; or child specific factors, such as disability, violence (physical or 
sexual) or severe chronic illness (Skinner et al., 2006). The population consisted of 
vulnerable children from six schools in the Rustenburg, North West area, functioning 
within each other’s social ecologies, as well as four learners from other smaller schools 
in the region. The ages of the children ranged from 9 to 15. All of the children were in 
primary school. 
Religion was not a criterion for attendance, but as the camp was organised by a Dutch 
Reformed Church, children from other religions did not attend. The participants were 
from various denominations of the Christian faith.  
The schools were asked to select the same number of children who were not attending the 
camp as were selected to attend the camp, in order to take part in the study as the control 
group  The children not attending the camp also had to be identified using the criteria of 
Skinner et al. (2004) as mentioned above. The sample size consisted of 60 children in the 
control group and 60 children in the intervention group. The children were selected 
randomly by skipping every third name on the lists provided (N=120). 
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3.3.3  Data collection method 
Various questionnaires were completed by the participants, including a biographical 
questionnaire. These were the CYRM-28, Res-360 and the SDQ. The SDQ for the pretest 
differed from the SDQ for the follow up posttest as questions regarding the impact of the 
intervention were added to the questionnaire. The biographical questionnaire was only 
completed with the pretest. 
These questionnaires provided insights into the context in which learners found 
themselves (e.g. family composition, age, race and school), the risks they experienced, 
where they experienced them, their classification of the importance of resources and the 
availability thereof.  
The biographical questionnaire consisted of questions regarding the individual that could 
be used during data analysis. This ensured that the researcher could establish the impact 
on the different groupings that existed within the sample. These groups included age, 
gender, race, school and family structure. This questionnaire was placed on the second 
page, behind the cover page, in order to protect the identities of the learners. Questions 
that could have an impact on the resilience level of learners were included, for example, 
whether they were part of the nutrition programme at school, received a school subsidy 
or took part in any extracurricular activities. 
The CYRM-28 is a resilience questionnaire which measures resilience in 4 categories: 
social, personal, cultural, and family. This questionnaire consists of 28 multiple choice 
questions, measured on a 5-point scale. Van Rensburg et al. (2017) found that the 
CYRM-28 had to be adjusted in order to include the subscales cultural/social and 
community/spiritual. This adaptation of the original CYRM-28 was then found to be 
valid and fitting for use in South Africa (Van Rensburg et al., 2017). This scale can be 
administered to persons between the ages of 9 and 24.  
The Res-360 was an assessment of risks and resources compiled with the help of three 
focus groups within the area, which included teachers, parents and professional service 
providers. The first page reflected the risks the children were exposed to. The second 
page included the allocation of the perceived risk (at home, at school, on the streets). The 
resource list measuring their importance could be found on the third page with the 
availability thereof on the last page. These questionnaires consisted of 20 questions 
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regarding the risks (exposure and allocation) and 20 questions regarding the assets 
(priority and availability).  
In order to determine the strengths and difficulties of each participant, the SDQ was 
utilised. According to Goodman (1998), this questionnaire consists of 25 questions on the 
first page that were scored in five groups, including emotional symptoms, conduct 
problems, hyperactivity/inattention, peer relationship problems and pro-social behaviour. 
This test also included the impact of perceived problems. The follow-up questionnaire 
included two additional questions evaluating the intervention. These two questions could 
not be completed by the control group as they did not attend the camp. The studies of 
Wild, Flisher and Robertson (2011) and Agaje (2008) used the SDQ successfully in 
South Africa and found it valid for use in this country. The SDQ test used was for 
children aged around 11 to 17 years of age. This study included children that turned 10 a 
month after the pretest. There were no reports of children that did not understand the 
concepts. 
The researcher, as well as three field workers (suitably qualified), administered the 
questionnaires. These fieldworkers held at least an honours degree in the field of 
psychology. The fieldworkers received clear instructions on how to administer the 
questionnaires and were fluent in Afrikaans and English. The instruments were sent to 
the fieldworkers so they could familiarise themselves with the content and raise any 
questions or concerns prior to data collection. No additional translation was required 
during the study, although two teachers (Mrs Jane Makinita, a Tswana language teacher, 
and Mrs Reinet van der Westhuizen, an Afrikaans language teacher) agreed to assist the 
learners if additional translations were necessary.  
A small group of children could not understand some questions set out in English, their 
second language. These children were assisted by the fieldworker who translated the 
questions and options into Afrikaans so that they could be understood. The CYRM-28 
had no Afrikaans version and words and phrases that were mostly not understood the first 
time included, “social situations”, “ethnic” and “organised religious activities”. The RES-
360 had concepts that would be foreign to those not exposed to them, like “SASSA 
grants” and “community centres”, and these concepts had to be explained. The SDQ had 
an Afrikaans version for parents of children aged between 4 and 17 that could be used if 
needed, but were never requested and it seems that the children understood the concepts 
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in the SDQ better. A word that most learners did not understand was “squirming”. As the 
children were all in Grade 4 or higher, and took English as an additional language at their 
schools (it was a home language of some learners) these occurrences were limited. The 
older children worked through the questionnaires in their own pace. Interests, language, 
behaviours, group membership and the community were familiar to the fieldworkers, as 
is suggested by Kozinets (2000). 
3.3.4 Data analysis 
After the data was collected, it was scored manually on an Excel spreadsheet. All the 
questionnaires consisted of norms that had to be adhered to for scoring purposes. The 
data was captured into the SPSS Statistics Version 25 and analysed. 
Various tests were performed in order to analyse the data. The following table will assist 
the reader in understanding which test was performed and where. 
Table 3.1:  Instruments, tests and motivation thereof 
INSTRUMENTS 
USED 
TEST USED FOR 
ANALYSIS 
Motivation for use of tests 
 
Strength and difficulty 
questionnaire (SDQ) 
 
 
Paired samples t-test 
Determined whether the mean 
difference between the two sets of 
observation is zero 
Strength and difficulty 
questionnaire (SDQ) 
Kolmogorov-Smirnov 
test 
To detemine normality of the data 
distribution 
Strength and difficulty 
questionnaire (SDQ) 
Wilcoxon signed rank 
test 
Comparison of two related 
conditions 
 
CYRM-28 
Wilcoxon signed rank 
test 
Comparison of two related 
conditions 
 
CYRM-28 
 
Kruskal-Wallis one way 
Testing whether samples originate 
from the same distribution 
 
CYRM-28 
 
ANOVA of ranks 
Analysing differences in means 
between groups 
 
 
RES-360 
 
 
Pearson correlation 
Used to determine correlation 
between the means of total risks 
versus availability of resources 
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RES-360 
Wilcoxon signed rank 
test 
Comparison of two related 
conditions 
 
The tests were performed in order to establish the differences between the intervention 
group and the control group. This assisted the researcher in making probability 
statements which were more accurate. The statistical significance of the results was 
determined as well as correlations. This was beneficial to the determination of the 
relationship between the PSS camp intervention and the psychosocial development and 
resilience of the campers. 
3.3.5 Reliability and validity 
Reliability can be defined as the consistency of measurement (McMillan & Scumacher, 
2014). The instruments that were used for data collection purposes were found to be 
reliable for use in South Africa. All questionnaires were administered by the researcher 
and fieldworkers, in safe environments. The fieldworkers and the researcher held at least 
an honours degree in psychology. Cronbach’s alpha wa used to measure internal 
consistency (see Chapter 4 for details). 
All the instruments were found to be valid for use in the South African context. Test 
validity refers to the appropriateness of inferences and is a concept that can be regarded 
as situation-specific (McMillan & Schumacher, 2014). According to McMillan and 
Schumacher (2014) four types of design validity – which will be presented in Chapter 4 – 
can be identified in quantitative research. These design types include: statistical 
conclusion validity – which refers to the appropriate use of the instruments; internal 
validity – stating the viability of causal links; construct validity – includes the extent of 
representation; and external validity – referring to the generalisability of the findings 
(Higgin et al. 2011) 
By measuring the evidence based on contrasting groups, validity was established, 
determining the difference in the predicted direction of the intervention and control 
groups (McMillan & Schumacher, 2014). 
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3.4 PHASE TWO – QUALITATIVE RESEARCH 
3.4.1 Design 
According to Liu (2016), the quality of the study can be improved by incorporating a 
qualitative research strategy, but one which allows more flexibility with regards to the 
methodological approach. By allowing regular and important themes to emerge from the 
data, without confinement of the traditional structures, a generic inductive research 
approach was employed (Thomas, 2006). No guidance from established qualitative 
methodology has thus been used (Cresswell, 2009) as all empirical studies cannot fit in 
with the already established qualitative research methodologies (Liu, 2016). 
A descriptive exploratory design will be incorporated in order to examine the 
phenomena, discover categories of participant’s meanings and develop a model for future 
reference (McMillan & Schumacher, 2014). 
3.4.2 Sampling 
For the second phase, purposeful sampling was used for two data collection methods. 
The interviews and essays involved six young people that attended the junior and senior 
camps. They later became group leaders and had extensive knowledge of the camp. 
These participants were not involved in the first phase of the study. Three male and three 
female participants were chosen for both data collection methods. 
The third data collection method (focus group) was selected by site. The participating 
school was chosen, because it is the only dual-medium school and is also in the middle 
quintile. The participants that took part in the focus group discussion attended the 2018 
junior camp and also participated in phase one of the study. They were still in primary 
school, and all attended the same school. Two girls and three boys took part in the focus 
group discussion. As it was the end of the term after the exams, these children were the 
only children that attended the camp and took part in the quantitative data collection 
phase, and who were at school during that time period. The focus group discussion did 
not include questions that could expose the learners to unneccesary secondary risks, like 
possible bullying, teasing and a poor self image and thus sensitive questions, like those 
about the experienced risks/traumas they might have experienced, were not asked. They 
were only asked questions about the camp and their experience thereof.  
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3.4.3 Data collection methods 
Individual discussions on the scope of the research were held in order to inform the 
participants of the aims of this study and explain their involvement. Meetings were set up 
at different sites (churches that were easily accessed, with permission from the various 
stakeholders) chosen by the participants. The topics were decided upon prior to the 
interviews, but the structure of the interview as well as the specific wording were not set 
before hand. This allowed the researcher flexibility with regards to exploring topics that 
might have arisen during the interview. In order to take the learners’ past and current 
environments into context, Bronfenbrenner’s bio-ecological systems model was used as a 
guide. The participants were first asked to describe their macrosystem, before the focus 
of the questions shifted to the exosytem. The questions that followed included those on 
the microsystem and the mesosytem. They were first asked to address the microsystem 
and then to refer to the interaction between the micro- and exosystems. Finally, they were 
asked questions on themselves as individuals. Nonverbal communication was noted by 
the researcher during the interviews. Transcripts were typed from the verbatim interview 
recordings. 
Six participants were each asked to write essays on a single A4 page, reflecting on how 
the camp impacted their lives No other guidelines were given to the participants to allow 
them to write freely.  
A focus group discussion was arranged at one of the local primary schools, with five 
learners taking part. According to McMillan and Schumacher (2014) a smaller group 
consisting of five to seven participants is recommended for complex topics, and thus a 
smaller focus group was employed for the purpose of this study. During the focus group 
discussion the young learners provided more insights into their experiences of the camp. 
3.4.4 Data analysis 
The sequence used for the preparation of data is explained in Figure 3.1.  
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Figure 3.1: Preparation of qualitative data 
 
Content analysis was employed in order to analyse the data which, using four stages with 
key actions performed during each stage as described by Bengtsson (2016). This process 
is illustrated in Figure 3.2. 
 
 
Figure 3.2: Stages of content analysis  
 
As illustrated in Figure 3.2, the four stages of data analysis were: decontextualisation, 
recontextualisation, categorisation and compilation (Bengtsson, 2016).  
The researcher familiarised herself with the data by reading through the essays, 
transcripts and notes from the focus group discussion. This reflected the 
decontextualisation stage that enabled the researcher to break the data down into smaller 
sections. Codes were then assigned in order to label the identified meanings, which 
assisted with the identification of concepts (Bengtsson, 2016). For this stage the 
researcher used different colours and highlighted the meaningful concepts on the printed 
transcripts, copies of the essays and summary of the group discussion. 
Collect Organise 
Transcribe into 
segments 
Code Describe 
Categorise Develop 
patterns 
•Read through, familiarise, label, code, identify 
concepts 
Decontextualisation 
•Reread, discard extra unimportant information, add 
critical information to meaningful unit 
Recontextualisation 
•Create categories and subcategories, find 
meaningful explanation 
Categorisation 
•Examine, write up, analyse Compilation 
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The texts were then read again for verification purposes and unimportant information 
discarded (Bengtsson, 2016). Information which was critical to the aim of the study was 
copied into an Excel spreadsheet. An Excel spreadsheet was created for each interview, 
the essays and the group discussion during the second stage of recontextualisation.  
Categorisation was the third stage during which a process of condensation occurred. 
Categories were created by colour coding the information in the Excel spreadsheet. An 
Excel spreadsheet was created for each category and the relevant information was copied 
into those spreadsheets. Subcategories were also identified in this manner, which found 
their roots within the data. 
The writing up and analysis took place during the last stage, that of compilation. The 
categories were examined and added together to form a meaningful unit. The data, 
identified through the condensation stage, was then added together from all the data 
collection methods. The categories were then examined in order to find the essence of the 
study. 
Figure 3.3 describes the data collection methods of the design. 
 
 
 
 
Figure 3.3: Sequential explanatory mixed method approach 
Phase 1: Quantitative 
Research  
CYRM - 
28 
RES360 
SDQ 
Biographical 
Questionnairres 
Phase 2: Qualitative 
Research 
Semi 
Structured 
interviews 
Essays 
Focus 
Groups 
     Understanding 
            Explaining 
           Informs 
Phase 3: Interpretation of data 
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3.5 PHASE THREE – INTEGRATION OF FINDINGS 
After the analysis of the quantitative and qualitative data was complete, phase 3 
commenced with the integration of the two data methods in order to develop 
recommendations and guidelines for the designing and refining of new PSS camps. In 
order to assess the validity of the quantitative data, the qualitative data was used. The 
findings of the quantitative data were used to explain the qualitative data (Fetters et al., 
2013). 
Through linking the analysis and methods of data collection integration occurred (NIH 
Office of Behavioural and Social Sciences, 2018). There were four methods of 
integration: connecting, building, merging and embedding (Fetters, Curry & Creswell, 
2013). For the purposes of this study, the information was merged where the two 
databases were brought together for analysis and merging occurred after analysis of the 
numerical and textual data (Fetters, Curry & Creswell, 2013). During phase three, data 
analysis provided the researcher with the identification of the risk factors experienced by 
the vulnerable children and the resilience factors that enhanced their resilience. The 
impact of the camp on the educational and psychosocial development of vulnerable 
children was then determined by the integration of the data. 
3.6 TRUSTWORTHINESS 
Lincoln and Guba (1985) suggested four criteria to be applied in order to evaluate 
trustworthiness: credibility, transferability, dependability and confirmability.  
The manner that Korstjens and Moser (2018) suggested the above criteria could be 
achieved is now discussed. Credibility was achieved through data triangulation (Webb et 
al., 2000) by using several data collection methods (interviews, essays, group discussion) 
and by prolonged engagement. Multiple methods were used in order to lead the 
researcher to a better understanding of the same topic, which assisted in ensuring 
validity. In this manner the same phenomenon could be captured in different dimensions 
(Bryman, 2016). The use of the participants’ language (verbatim accounts) and 
mechanically recorded data also enhanced the credibility of this study. 
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Transferability was achieved by describing the experiences, behaviour and context, as the 
experiences and behaviour became meaningful to an external party. This was achieved by 
adding context questions during the interviews, whereby the participants explained the 
contexts they found themselves in. Open ended questions were mostly used to motivate 
the participant to describe their experiences. 
Dependability and confirmability were achieved by keeping the research records in a 
secure place as well as providing explanations of the steps taken throughout the research. 
Thus an audit trail was implemented.  
3.7 ETHICAL CONSIDERATIONS 
As Lindegger (2006) stated that a sound study was made up of ethical considerations, the 
ethical implications of this study were clearly set out. The Ethics Committee of the 
Faculty of Education at the University of Johannesburg approved this study, proof of 
which is attached as Appendix A. 
In order to conduct this study in South African public schools, permission was required 
from the North West Provincial Department of Education. After this consent was 
received, the principals of the various schools were approached. Only after consent had 
been obtained from all relevant parties, was the researcher free to approach the learners 
and hand out the necessary documentation. The pack of documents given to learners 
included a cover letter in English, Afrikaans and Tswana; the ethics approval form; and 
the consent and assent forms. All the schools provided a contact person who 
corresponded between the researcher and the learners to facilitate the research process. 
The cover letter explained the essence of the study and what parents, caregivers and 
participants needed to do.  
The forms were handed to learners by the school’s representative and the participants 
took it home for completion and for their parents or caregivers to sign and give their 
consent. The learners also had to give assent on this form and, after completion, it was 
returned to the same representative. The consent and assent letters may not have been in 
the mother tongue of the readers and thus Mrs Jane Makinita (Tswana teacher) and Mrs 
Reinet van der Westhuizen (Afrikaans teacher) were available to translate the applicable 
forms into Tswana or Afrikaans, as these were the predominant languages spoken in the 
area of research. No request for translation was received. 
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Learners could not participate in the study without a consent/assent form and thus the 
researcher, school representative and fieldworkers verified participation before 
commencing with the data collection. In order to treat children involved in research with 
respect and protect their dignity, strong ethics needed to be applied throughout the study 
(Pillay, 2014b). 
Before commencing with the data collection, the scope of the research was thoroughly 
explained and opportunities were provided for questions regarding the research. A 
discussion surrounding the ethical implications of the study included the voluntary 
participation of the learners, confidentiality and anonymity, and access to the findings 
followed the research scope discussion.  
Voluntary participation implied that the learner could stop taking part in the study 
without suffering any discrimination or negative repercussions for doing so. 
Confidentiality and anonymity were provided by allocating codes to the questionnaires. 
Codes were also assigned to the participating schools without exposing the identities of 
the participants. The participants that took part in the interviews also signed consent 
forms for the researcher to make audio recordings during the interviews. All transcripts 
of the qualitative data referred to pseudonyms in order to protect the identity of the 
participants. All data were locked up safely, and were not accessible to others in order to 
protect the experiences of the learners. Feedback on the findings was given where 
requested on the ethics forms completed by the stakeholders. 
The researcher valued new ideas and criticism with regards to the study from the 
supervisor and other colleagues. In order to avoid plagiarism, sources of information 
were acknowledged throughout the study. The study also did not intend to cause any 
physical, legal, emotional or social risk, but due to the nature of the content, a registered 
social worker, psychologist, play therapist, pastoral counsellor and school counsellors 
were approached prior to commencement in order to provide support services. One 
participant experienced distress during the posttest as a result of her mother’s passing two 
years previously. She had not been to therapy after experiencing this loss. This 
participant was referred to her school’s therapist in order to get the necessary assistance.  
The following professional service providers agreed to be part of the support system, 
although support was provided by only one therapist: Cecile Janse van Rensburg (social 
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worker), Desiree Nieuwoudt (registered play therapist), Dr Linda Grobler (registered 
pastoral counsellor specialising in play therapy), Rozanne van Ryneveld (registered 
student psychologist), Marietjie van der Westhuizen (registered counsellor), Daleen Blay 
(registered social worker) and Charmaine Mullet (registered psychologist – educational).  
3.8 CONCLUSION 
This chapter served to inform the reader of the research approach, research paradigm and 
the research design. A sequential explanatory mixed method approach was chosen with a 
pragmatic research paradigm. The sequential explanatory mixed method design included 
three phases: phase one, during which the quantitative data were collected; phase two, 
during which the qualitative data were collected; and phase three, where the integration 
of the data occurred. Chapter 4 will discuss the findings from the quantitative data in the 
first phase. 
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CHAPTER 4 
QUANTITATIVE DATA ANALYSIS 
4.1  INTRODUCTION 
The methodology used in this research could be classified as a pre- and posttest 
experimental-type design. As the participants completed three tests in the pretest and the 
same three in the posttest, the analyses could become somewhat overwhelming. The 
researcher thus discussed the analysis of one questionnaire at a time. The diagram given 
in Figure 4.1 should serve to clarify the research design. 
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Random sample of 120 vulnerable
children
Sample divided into two random groups
(59 ; 61)
GROUP 1-Experimental 
Group
(59 children)
GROUP 2-Control 
group
(61 children)
RES TEST
CYRM TEST
SDQ TEST
RES TEST
CYRM TEST
SDQ TEST
GROUP ATTEND CAMP
GROUP NOT 
ATTENDING
CAMP
GROUP RECEIVE TRAINING
GROUP COMPLETE RES
CYRM and SDQ again
GROUP COMPLETE RES
CYRM and SDQ again
GROUP 1
PYSCHOSOCIAL DEVELOPMENT
And RESILIENCE IMPROVED?
GROUP 2 
NO SIGNIFICANT IMPROVEMENT
IN PSD and RESILIENCE?
Experimental Group
Control Group
PRE-TEST
POST-TEST
 
Figure 4.1: A simplified diagram of the experimental procedure followed for pre- and 
posttests 
4.2 STRENGTHS AND DIFFICULTIES QUESTIONNAIRE 
4.2.1 Analysis of the strengths and difficulties questionnaire  
The first questionnaire to be analysed is that of the SDQ (SDQ-S11 FOLLOW-UP). As 
the two groups of participants were kept the same throughout the quasi-experimental 
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procedure, use could be made of the paired sample t-test which compares the mean 
scores of the two groups (intervention and control). The numerous comparisons can make 
the analysis difficult to follow and hence this researcher has attempted to clarify the 
process in Figure 4.2. 
Pre-test (SDQ)
Internalisation 
Externalisation 
Post-test (SDQ)
Internalisation 
Externalisation 
(Emotional + Peer difficulties)
(Conduct + hyperactivity difficulties )
(Emotional + Peer difficulties)
(Conduct + hyperactivity difficulties )
 
Figure 4.2: Diagram indicating the factors involved in the internalisation and 
externalisation of difficulties  
 
When using the paired sample t-test, one of the assumptions is data normality. This 
researcher made use of the facility to explore in SPSS which uses, among others, 
histograms, box-plots and the Kolmogorov-Smirnov test to determine normality of the 
data distribution (Field, 2018, p. 246).  
The analysis of the data in the SDQ questionnaire commences with a discussion of the 
pretest (conducted before the intervention camp). 
4.2.2 Analysis of the strengths and difficulties questionnaire  
As already stated, in order to determine each participant’s self-perceived strengths and 
difficulties, the SDQ was chosen. This gave some clarification on their psychosocial 
development as it consisted of 25 items that included: emotional symptoms (5 items); 
conduct problems (5 items); hyperactivity/inattention (5 items); peer relationship 
problems (5 items); and prosocial behaviour (5 items) (Goodman, 1998). This test, when 
examined, also showed emotional social and conduct risks. The website 
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www.sdqinfo.com contains useful information on the SDQ’s and how to use them. The 
25 items, colour-coded in Excel were placed in SPSS 25 and abbreviated as follows: 
Pre-sum F1.1 - Items 3, 8, 13, 16, 24. Emotional problems 
Pre-sum F1.2 - Items 5, 7, 12, 18, 22. Conduct problems 
Pre-sum F1.3 - Items 2, 10, 15, 21, 25. Hyperactivity/Inattention problems  
Pre-sum F1.4 - Items 6, 11, 14, 19, 23. Peer problems  
Pre-sum F1.5 - Items 1, 4, 9, 17, 20. Prosocial behaviour 
The first four factors were then added together to produce the total pre-sum of perceived 
difficulties for the intervention group. The prosocial behaviour had to do with strengths 
and was not added.  The scale used was a three-point interval scale where a score of 0 
stood for “not true”, 1 represented “somewhat true” and 2 signified “certainly true”. If 
there were 20 items, as in the pre-sum, then the scale would be 0, 20 and 40 (the two sub-
dimensions of internalising and externalising difficulties) where 0 represented “not true” 
and 20 was for somewhat true. If one factor was involved, a scale with five items would 
be 0, 5 and 10.  
The externalising score ranges from 0 to 20 and is the sum of the conduct (F1.2) and 
hyperactivity scales (F1.3). The internalising score ranges from 0 to 20 and is the sum of 
the emotional (F1.1) and peer problems (F1.4) scales (see Figure 4.2). This researcher 
used SPSS 25 to obtain the sum of both internalising and externalising scores. More 
detail regarding the scoring of the questionnaire can be found on the website 
www.sdqinfo.org. The data distributions for the pre-internalising (F1+F4) are shown in 
Figure 4.3. 
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Figure 4.3: Histogram and boxplot of the pre-internalising difficulties factor or sub-
dimension showing the data distribution 
 
From Figure 4.3 it can be seen that both the histogram and boxplot indicate slightly 
negatively skewed distribution of data with a standard deviation less than 1.  The mean 
was 9.31 and the median was 10.00, and both indicate that the participants believed that 
internalising difficulties (emotional and peer problems) were somewhat true of them. The 
internalising difficulties scale is, in turn, composed of the emotional problems scale 
(F1.1) and the peer problems scale (F1.4), and the mean scores obtained by participants 
on the scale (0, 5 and 10) were as follows: 
5 17 4 14. ; .Emotional PeerX X   
Hence the participants believed that internalising the items in the emotional symptoms 
factor as well as the peer relationship difficulties factor were somewhat true for them in 
the pre-intervention test (Group 1). 
 
The externalising difficulties sub-dimension or factor was composed of conduct 
difficulties (F1.2) and hyperactivity/inattention difficulties (F1.3). The data distribution 
in the externalising difficulties sub-dimension or factor is shown in Figure 4.4. 
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Figure 4.4: Histogram and boxplot of the pre-externalising difficulties factor or sub-
dimension showing the data distribution 
 
 
In Figure 4.4 it can be observed that both the histogram and boxplot indicate a normal 
distribution of data. The mean was 8.00 and the median was also 8.00, and both indicate 
that the participants believed that externalising difficulties were somewhat true of them. 
Hence the participants believed that the externalising items in the conduct (F1.2) as well 
as the hyperactivity/inattention problem factor were somewhat true for them in the 
pretest. 
 
The externalising difficulties scale was composed of the conduct problems scale (F1.2) 
and the hyperactivity/inattention problems scale (F1.3), and the mean scores obtained by 
participants on the scale (0, 5 and 10) in the preest were as follows: 
[ 3 29 4 71. ; .Conduct HyperactivityX X  ] 
Hence participants believed that the conduct problems (F1.2) were less than somewhat 
true of them whilst they believed that the hyperactivity items (F1.3) were somewhat true 
for them. In the conduct factor, the boxplot showed that participant 13 was an outlier as 
they believed that the items in the conduct factor were certainly true of them. This data 
was not removed as the participant probably had behavioural problems which could be 
attended to. One of the problems appeared to be a learning difficulty as this participant 
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was 12 years of age yet was only in Grade 4, when they should have been in Grade 6 if 
they went to school at the age of 7.  
 
4.2.3 Analysis of the strengths and difficulties questionnaire (S11-17 Follow-up) in 
the posttest group 
The same procedure used for the pretest results was followed to obtain the posttest 
results. As the same factors are involved, this researcher will only show the posttest 
results of internalising and externalising factors (F1.2 + F1.3) in Figures 4.5 and 4.6. 
 
 
 
Figure 4.5: Histogram and boxplot of the post-sum of the internalising factor (F1.1 + 
F1.4) 
 
Both the histogram and boxplot indicate a normal distribution of data for the post-sum 
internalising score (F1.1 + F1.4). The mean score of participants in the posttest of the 
internalising factor was 8.92 and the median 9.00, indicating that the participants 
believed that items in the internalising factor were somewhat true of them (emotional and 
peer problems). 
 
The internalising factor is composed of the emotional (F1.1) and peer problems scales 
(F1.4) and the mean scores obtained by participants on the scale (0, 5 and 10) were as 
follows: 
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4 86 2 78_ _. ; .Emotional post Peer postX X   
 
The participants thus believed that the posttest items in the emotional factor were 
somewhat true of them. With respect to the peer problems items (F1.4) the participants 
believed that this was less than somewhat true of them.  
 
Regarding the externalising factor the data distribution was normal as shown in Figure 
4.6. 
 
 
  
 
 
Figure 4.6: Histogram and boxplot showing data distribution in the externalising factor  
 
The externalising difficulties scale was composed of the conduct problems scale (F1.2) 
and the hyperactivity/inattention problems scale (F1.3), and the mean scores obtained by 
participants on the scale (0, 5 and 10) in the posttest were as follows: 
4 15 4 05[ . ; . ]HyperactivityConductX X   
The participants thus believed that conduct problems in the posttest were slightly less 
than somewhat true, as was the case for hyperactivity problems.  
 
4.2.4 Analysis of the significant differences between pre- and posttests with respect 
to the experimental group (intervention group)  
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The participants in both pre- and posttests for the experimental group were the same and 
the distribution of data was normal. Hence the paired t-test can be utilised to find 
possible statistically significant differences between the pretest and posttest for the 
intervention group with respect to the SDQ.  
 
This researcher will first investigate possible differences with respect to the internalising 
factor (F1.1 + F1.4) utilising pretest and posttest scores. The appropriate mean scores as 
obtained via SPSS is shown in Table 4.1. 
 
Table 4.1: Paired samples statistics 
 
 Mean N 
Std.  
Deviation 
Std. Error 
Mean 
Pair 1 Pre-sum-Internalising score 
(F1.1+F1.4) 
9.3051 59 4.18641 .54502 
Post-Sum-Internalising 
(F1.1+F1.4) 
8.9153 59 3.67324 .47822 
Pair 2 Pre-sum-Externalising score 
(F1.2+F1.3) 
8.0000 59 3.74166 .48712 
Post-sum-Externalising 
(F1.2+F1.3) 
6.9322 59 3.67125 .47796 
 
Using the data in Table 4.1, it appears as if the pre-sum internalising scores for both pre- 
and posttest scores are relatively similar. However, the externalising pre- and posttest 
scores differ somewhat.   
 
The hypotheses was that the intervention programme would cause a statistically 
significant change between the mean scores of the total pre- and posttest and total 
difficulties scores of the experimental group.  
 
The paired t-test for the total pre- and posttest difficulties scores are shown in Table 4.2. 
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Table 4.2: The paired samples test for the pretest and posttest for the experimental 
group on total difficulties   
 
 Mean N 
Std.  
Deviation 
Std.  
Error Mean 
Pair 1 Pre-Exp. Total difficulties 
experienced (F1.1 to 
F1.4)/40 
18.2712 59 6.56488 .85467 
Post-Exp. Total impact on 
difficulties experienced 
(F1.1 to F1.4)/40 
16.7119 59 6.15616 .80146 
 
The data in Table 4.2 shows a decrease in the total difficulties experienced between pre- 
and posttest scores. Table 4.3 elaborates on these differences via the paired t-test. 
 
Table 4.3: Paired differences between total impact scores of pre- and posttests of the 
experimental group 
 
 
Paired Differences 
t df 
Sig.  
(2-tailed) 
 
Sig. 
(1-tailed)  Mean 
Std. 
Deviation 
Pair  
1 
Pre-Exp. Total impact on 
difficulties experienced 
(F1.1 to F1.4)/40 - Post-
Exp. Total impact on 
difficulties experienced 
(F1.1 to F1.4)/40 
1.55932 5.94594 2.014 58 .049 0.024* 
* = Statistically significant at the 5% level (p<0.05) 
 
As the hypothesis had a directed prediction, the one-tailed t-test was utilised and hence 
the directed hypothesis was accepted. The intervention had a significant impact on the 
total difficulties score and a significant decrease in scores indicated a possible successful 
intervention. However, the total difficulties consist of an internalising (F1.1 + F1.4) 
factor and an externalising (F1.2 + F1.3) factor. 
This researcher thus next investigated any significant differences between pre- and 
posttests regarding emotional difficulties (F1.1), conduct difficulties (F1.2), hyperactivity 
difficulties (F1.3) and peer difficulties (F1.4). Table 4.4 gives the results of the paired 
differences between each of the paired factors with respect to each pre- and post-sum 
score. 
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Table 4.4: Paired differences between the pre- and posttest scores regarding the four 
factors of difficulties experienced 
 
 
 
Paired Differences 
t df 
Sig. (2-
tailed) 
Sig.(1-
tailed) Mean 
Std. 
Deviation 
Pair 1 Pre-sum of emotional 
problems - Post-sum of 
emotional problems 
.30508 2.70539 .866 58 .390 .195 
Pair 2 Pre-sum of conduct  
problems - Post-sum of 
conduct problems 
.50847 2.23894 1.744 58 .086 .043* 
Pair 3 Pre-sum of hyperactivity 
problems - Post-sum of 
hyperactivity problems 
.55932 1.71476 2.505 58 .015 .007** 
Pair 4 Pre-sum of peer problems - 
Post-sum of peer problems 
.08475 2.34365 .278 58 .782 .391 
 
The data in Table 4.4 show that the differences were in the externalising factor as it was 
composed of conduct (F1.2) and hyperactivity/inattention (F1.3) difficulties. The 
intervention was thus successful in changing the perceptions of the participants with 
respect to conduct and hyperactivity as the impact managed to lower the total scores by a 
significant amount. The effect size for the conduct difficulties was r = 0.22 and for the 
hyperactivity/inattention difficulties it was r = 0.31. The effect of the intervention on the 
conduct difficulties was thus small, while it was moderate for the 
hyperactivity/inattention factor. 
 
As the hyperactivity/inattention factor was the one which showed a significant 
improvement, probably due to the intervention, this researcher then investigated each of 
the five items involved in this factor (F1.3). 
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Table 4.5: Table showing the paired differences for the five items present in the 
hyperactivity/inattention factor 
  
 
Paired Differences  
 
t 
 
 
df 
 
Sig.(2-
tailed) 
 
Sig.(1-
tailed) 
 
Mean 
Std. 
Deviation 
Pair 
1 
A10_PreExp.I am constantly 
fidgeting or squirming - 
A10_PostExp.I am constantly 
fidgeting or squirming 
.06897 1.00633 .522 57 .604 .302 
Pair 
2 
A2_PreExp. I am restless, I 
cannot stay still for long - 
A2_PostExp. I am restless, I 
cannot stay still for long 
.15254 .90618 1.293 58 .201 .101 
Pair 
3 
A15_PreExp.I am easily 
distracted, I find it difficult to 
concentrate - A15_PostExp.I 
am easily distracted, I find it 
difficult to concentrate 
.17241 .75249 1.745 57 
 
.086 
 
0.043* 
Pair 
4 
A21_PreExp.I think before I do 
things - A21_PostExp.I think 
before I do things 
.08475 .72607 .897 58 .374 0.187 
Pair 
5 
A25_PreExp.I finish the work 
I'm doing. My attention is good 
- A25_PostExp.I finish the 
work I'm doing. My attention is 
good 
.05085 .62763 .622 58 .536 .268 
* = Statistically significant at the 5% level (p<0.05 but p>0.01) 
The data in Table 4.5 indicates that the improvement was mostly in Item 15 (I am easily 
distracted, I find it difficult to concentrate). The effect size was r = 0.23, which is 
classified as small.  
The second part of the SDQ was related to the possible impact of the intervention 
programme on some of the difficulties that participants experienced.  
4.2.5 Impact of intervention on difficulties experienced 
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Both the pretest and posttest impact on difficulties experienced were positively skew (SD 
greater than 2.50) and hence non-parametric statistical tests were utilised to determine 
possible significant differences between the pretest total impact score and the posttest 
total impact score. The comparison of two related conditions can be accomplished via the 
Wilcoxon signed-rank test. The tables produced by SPSS are shown in Figure 4.7. 
 
Figure 4.7: The results of the Wilcoxon signed-rank test for the pre- and post- impact on 
difficulties experienced 
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The test results indicate that the intervention had a positive impact on the participants as 
their posttest impact score was significantly smaller than the pre-impact total score:  
[Z=-2.903; p=0.002; r = 0.38] 
The effect of the intervention on the difficulties experienced can be classified as 
moderate and statistically significant.  
The total difficulties score was made up of items which were related to being upset and 
interfering with home life, friendships, classroom learning and leisure activities. In an 
effort to see which of these areas contributed the most to the significant impact, the 
various areas where difficulties were experienced were compared using the Wilcoxon 
signed rank test. This data is shown in Table 4.6. 
Table 4.6: Wilcoxon signed rank test indicating the differences in pre- and posttests 
of items involved in the difficulties experienced  
 
 
B5. Post 
Upset  
you? 
- B5. Pre 
Upset 
you? 
B5.1.Post. 
interfere 
home life: 
- B5.1. Pre 
interfere 
home life 
B5.2.Post  
interfere 
friendships  
- B5.2. Pre 
interfere 
Friendships?  
B5.3.Post.  
interfere  
classroom  
learning? -  
B5.3 Pre  
interfere 
 classroom  
learning? 
B5.4 Post. 
Interfere 
leisure 
activities? 
 - B5.4. Pre 
interfere 
with leisure 
activities? 
Z -1.928
b
 -1.570
b
 -2.135
b
 -2.502
b
 -1.331
b
 
Asymp. Sig. (2-tailed) .054 .116 .033 .012 .183 
Monte 
Carlo 
Sig. (2-
tailed) 
Sig. .062 .138 .035 .012 .218 
99% Conf. 
Interval 
Lower 
Bound 
.055 .129 .030 .009 .207 
Upper 
Bound 
.068 .147 .040 .015 .229 
Monte 
Carlo 
Sig. (1-
tailed) 
Sig. .029 .069 .018 .005 .108 
99% Conf. 
Interval 
Lower 
Bound 
.025 .062 .014 .003 .100 
Upper 
Bound 
.033 .075 .021 .007 .116 
Effect size .25 - .28 .33 - 
 
a.    Wilcoxon Signed Ranks Test 
b.    Based on positive ranks. 
c.    Based on 10000 sampled tables with starting seed 622500317. 
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The impact on difficulties experienced was statistically significant in three areas, namely: 
did they upset you; interfere with your friendships; and interfere with classroom learning. 
The largest effect size was on classroom learning (r = 0.33) and this has substantive 
significance on the effective teaching and learning of the participants. This is probably 
related to the hyperactivity/inattention factor (F1.3) above as it is highly likely that if the 
inattention can be reduced that classroom learning will improve.   
 
4.2.6 Analysis of the pre- and posttests of the control group  
For the control group the pre- and posttest scores for the total difficulties were compared 
using a paired t-test. The abbreviated results were: 
18 41 18 52 60 0 198 0 84. .[Pr . ; . ; ( ) . ; . ]Tot diff Tot diffe ctrl X Post ctrl X t p        
The results show no statistically significant difference between the pre- and posttests 
with respect to the total difficulties experienced. No statistically significant difference 
means that no further testing is needed with respect to the two sub-dimensions of 
internalisation and externalisation. As this was the control group who had no intervention 
programme, this was an expected result as no differences were postulated in the 
hypotheses.  
With respect to the second part of the questionnaire which dealt with the possible impact 
of the programme on difficulties experienced. No significant differences were expected 
as this was the control group which had no intervention between the two tests. The 
abbreviated results were:  
2 13 2 21 60 0 218 0 83[Pr _ . ; _ . ; ( ) . ; . ]etotalctrl impact X Posttotalctrl impact X t p    
 
The results show no statistically significant difference between the pre- and post-impact 
scores for the control group. This was an expected result and, as such, corroborates the 
predicted positive findings of the experimental group. 
4.2.7 Synthesis of findings of the SDQ 
This researcher has summarised the SDQ using a diagram (see Figure 4.8). 
67 
 
 
Strengths & Difficulties 
(F1.1 to F1.4)
Emotional problems\
(F1.1)
Hyperactivity/Inattention
Problems (F1.3)
Peer problems
(F1.4)
Conduct problems 
(F1.2)
Items
(3,8,13,16,24)
Items
(6,11,14,19,23)
Items
(5,7,12,18,22)
Items
(2,10,15,21,25)
Internalisation
(F1.1+F1.4)
Externalisation
(F1.2+F1.3)
 
Figure 4.8: Summary of the SDQ (S11-17 follow-up)  
 
The internalisation of difficulties sub-dimension (Cronbach = 0.651) is composed of 
emotional (F1.1) and peer problems (F1.4). The externalisation of difficulties (Cronbach 
= 0.726) is made up of conduct (F1.2) and hyperactivity/inattention problems. The 
internal and external difficulties sub-dimensions for both pre-intervention and post-
intervention tests were analysed first as the data distribution in both sub-dimensions were 
normal. The hypothesis was that the intervention would have a statistically significantly 
positive impact on the total difficulties experienced. Hence there should be a statistically 
significant difference between the pre- and posttests for the intervention group. 
First, a paired t-test was done to determine whether there was a significant difference 
between the pre- and posttests of the intervention groups with respect to the total 
difficulties experienced. The results [t (58) = 2.014; p = 0.024] indicated that a significant 
difference was present. However, the total difficulties consist of two sub-dimensions, 
namely, internalising and an externalising of difficulties. The statistically significant 
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difference was found to be due to the externalising sub-dimension (conduct and 
hyperactivity problems).  
This meant that the hyperactivity/inattention sub-dimension had to be further analysed to 
determine which items were responsible for this difference. Item (15), “I am easily 
distracted, I find it difficult to concentrate”, (p = 0.043; r = 0.23) was found to be 
statistically significantly improved. 
The second part of the questionnaire dealt with the perceived impact of the intervention 
on the difficulties experienced by participants. Non-parametric tests, such as the 
Wilcoxon paired ranks test, were utilised. The score in the posttest impact score was 
statistically significantly smaller in the posttest impact than in the preimpact score (Z = -
2.093; p  =  0.002; r = 0.33). An analysis of which of the items could be involved in this 
difference revealed three items, namely: 
 Did the difficulties upset or distress you? (Z = -1.93; p = 0.029; r = 0.25) 
 Did the difficulties interfere in your friendships? (Z = -2.14; p = 0.018; r = 0.28) 
 Did the difficulties interfere with classroom learning? (Z = -2.50; p = 0.005: r = 
0.33) 
The largest effect size was on classroom learning, followed by interfering with 
friendships, and then being distressed by the problems experienced. The classroom 
learning improvement can probably be associated with the hyperactivity or inattention 
problem identified above in the externalising sub-dimension.  
4.2.8 Summary of findings of Strength and difficulties questionnairre 
The SDQ found that there was a significant difference between the pre-est and posttest 
scores with regards to the total difficulties experienced by the learners. The decrease in 
total difficulties had a profound impact on teaching and learning as it showed reduced 
hyperactivity and improved conduct in the posttest for the intervention group, with no 
significant difference in the control group. The largest effect size was on classroom 
learning, which is probably the result of the improved conduct and reduced hyperactivity.  
4.3 INTRODUCTION TO THE CYRM-28 QUESTIONNAIRE  
The CYRM-28 was administered to both intervention and control groups in order to test 
their current resilience levels and determine if the PSS camp had an impact on the 
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enhancement of their resilience. A pretest was done before exposure of the intervention 
group to the PSS camp, and a posttest four weeks after exposure to the camp. Van 
Rensburg et al. (2017) found that the CYRM-28 had to be adjusted in order to include the 
subscales cultural/social and community/spiritual. This adaptation of the original CYRM-
28 was then found to be valid and fitting for use in South Africa by Van Rensburg et al. 
(2017). This scale can be administered to persons between the ages of 9 and 24. The 
scale was a five-point interval scale which asked participants, “to what extent does the 
item describe you?” The response numbers were 1 (Not at all), 2 (A little), 3 
(Somewhat), 4 (Quite a lot), 5 (A lot). The researcher then identified the items belonging 
to the various dimensions and sub-dimensions involved in the resilience measure using 
the manual from the Resilience Research Centre – sub-scales and questions on the 
CYRM, May 2016. However, this manual is silent on items 27 (I enjoy my community’s 
traditions) and item 28 (I am a proud citizen of my country). A representation of this 
factor analytic procedure is provided in Figure 4.1 (after Liebenberg, Ungar and Van de 
Vijver (2012:222).   
4.3.1 Analysis of pre- and posttest results of the intervention group  
The total resilience pretest mean scores and posttest scores of the intervention group were 
investigated for data distribution using SPSS. Both distributions were negatively skew 
and hence non-parametric tests, such as the Wilcoxon signed ranks test, were utilised. 
The results of the initial test for the intervention results in the intervention group were as 
follows: 
4 20 4 33 1 94 0 028
99 0 023 0 032 0 25
Re .Pr Re .. ; . ; . ; . ;
( % . ; . ); .
s e s PostX X Z p
CI LCL UCL r
    
   
  
The results show that the posttest results on total resilience were statistically significantly 
higher than the pretest results. Hence the PSS camp as intervention does seem to have 
had a significant positive influence on the total resilience of the participants from the 
group who attended the PSS camp. However, this test involved three sub-dimensions of 
resilience and hence one would have to investigate which of the dimension(s) is/are 
responsible for this significant difference between the pre- and posttests. The three sub-
dimensions are shown in Figure 4.9, namely, the individual characteristics of resilience 
(F1), caregiver aspects (F2) and the contextual resources for resilience (F3). 
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Figure 4.9: Structure of resilience using CYRM -28 (Reproduced from Liebenberg et al., 
2012, p. 222) 
 
71 
 
The individual resilience sub-dimension contained 11 items and three sub-scales, and the 
pretest items had a Cronbach reliability of 0.633 and a posttest reliability of 0.705. The 
relationships with primary caregivers sub-dimension contained 7 items and consisted of 
two sub-scales with a pretest Cronbach reliability of 0.647 and posttest reliability of 
0.701. The third sub-dimension, contextual, had three sub-scales and comprised 10 items. 
The pretest reliability was 0.678 and the posttest Cronbach was 0.708. 
As the total resilience dimension indicated that a significant difference was present 
between the pretest experimental and posttest experimental groups, it is necessary to 
delve deeper into the composition of the total resilience dimension. The individual 
personal skills sub-dimension will be analysed first. 
4.3.2 The individual personal skills sub-dimension  
The descriptive statistics for these three sub-dimensions are shown in Table 4.7. 
Table 4.7: Descriptive statistics for the pre- and posttests of the individual resilience 
skills  
 
Items  N Minimum Maximum Mean 
Std. 
Deviation 
Mean of individual 
personal skills-pre 
59 2.33 5.00 4.1864 .76632 
Mean of Individual Peer 
skills-pre 
59 1.60 5.00 3.9288 .84589 
 Mean of Individual 
social skills-pre 
59 1.00 5.00 3.9661 .92578 
Mean of Personal skills-
post 
59 2.67 5.00 4.3051 .71193 
Mean of Personal peer 
skills-post 
59 2.20 5.00 4.2136 .67860 
Mean of individual social  
skills-post 
59 2.67 5.00 4.1751 .59163 
 
The data in Table 4.7 indicate that the posttest scores were higher in all three of the sub-
scales of the individual resilience sub-dimension. In order to compare them, one can 
make use of the paired t-test for parametric data and the Wilcoxon signed rank test for 
non-parametric data. 
As the data distribution was negatively skewed in all three sub-scales, the Wilcoxon 
signed rank test was used to determine possible significant differences between pre- and 
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posttest mean scores. Since the hypothesis was a directed one, namely that the 
intervention would result in a statistically significant increase in individual resistance 
scores, one needs to use a one-tailed t-test. The data is shown in Table 4.8. 
Table 4.8: Results of Wilcoxon signed rank test regarding the three factors 
composing the individual resilience dimension  
 
Mean of 
Individual 
personal 
skills-post - 
Mean of 
individual 
personal 
skills-pre 
Mean of 
Individual 
peer skills-
post - Mean 
of Individual 
Peer skills-pre 
Mean of 
individual 
social  
skills-post -  
Mean of 
Individual 
social 
skills-pre 
Z -1.197
b
 -2.117
b
 -1.278
b
 
Asymp. Sig. (2-tailed) .231 .034 .201 
Monte Carlo Sig. 
(2-tailed) 
Sig. .234 .034 .208 
99% Confidence 
Interval 
Lower 
Bound 
.223 .029 .198 
Upper 
Bound 
.245 .038 .219 
Monte Carlo Sig. 
(1-tailed) 
Sig. .116 .015* .104 
99% Confidence 
Interval 
Lower 
Bound 
.108 .011 .096 
Upper 
Bound 
.124 .018 .112 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 
c. Based on 10000 sampled tables with starting seed 299883525. 
 
* = Statistically significant at the 5% level (p>0.01 but <0.05) 
A significant difference was found in one of the three sub-scales of the individual 
resilience sub-dimension, namely the individual peer skills sub-dimension (Z = -2.117; p 
= 0.015; r = 0.28).  The effect size of the individual peer skills could be classified as 
small.  However, the sub-dimension is composed of different items and one would need 
to investigate each pairing of pre- and posttest items to determine where the significant 
differences were to be found. The individual personal skills sub-dimension was also 
analysed using non-parametric tests. The results of the non-parametric tests are given in 
Table 4.9 which contains the results of the Wilcoxon signed rank-sum test for the items 
in the pre- and posttest. 
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Table 4.9: Wilcoxon signed rank test results of the items involved in the individual 
peer skills sub-dimension  
 
 
Pre- B14. 
- Post 
B14. 
Pre-B11. 
- Post 
B11. 
Pre-B18. 
- Post-
B18. 
Pre-B15.  
- Post 
B15. 
Pre-B20.  
- Post-
B20. 
Z -1.068
b
 -1.850
b
 -2.131
b
 -1.027
b
 -.588
b
 
Asymp. Sig. (2-tailed) .285 .064 .033 .304 .557 
Monte Carlo 
Sig. (2-tailed) 
Sig. .295 .064 .032 .308 .557 
99% 
Confidence 
Interval 
Lower 
Bound 
.284 .057 .028 .297 .544 
Upper 
Bound 
.307 .070 .037 .320 .570 
Monte Carlo 
Sig. (1-tailed) 
Sig. .145 .030* .016* .148 .281 
99% 
Confidence 
Interval 
Lower 
Bound 
.136 .026 .013 .139 .270 
Upper 
Bound 
.154 .035 .020 .157 .293 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 
c. Based on 10000 sampled tables with starting seed 624387341. 
 
* = Statistically significant at the 5% level (p>0.01 but <0.05) 
The data in Table 4.9 shows that a statistically significant difference was present in two 
of the five items in the individual peer skills sub-dimension, namely in items B11 and 
B18.  Item B11 (People think that I am fun to be with) had a higher mean rank than the 
pretest mean rank score (Z = -1.85; p = 0.03; r = 0.24; Cohen’s d = 0.30). The effect size 
according to Cohen’s d was moderate (Field, 2018, p. 117). Item B18 (My friends stand 
by me during difficult times) also showed a significant improvement (Z = -2.13; p = 
0.016; r = 0.28; Cohen’s d = 0.40). This effect size was also moderate. As both items are 
involved with peer resilience, one would also expect them to be correlated (pretest r = 
0.396; p = 0.002 and posttest r = 0.404; p = 0.001).  Hence aspects related to “people 
think I am fun to be with” and “My friends stand by me in difficult times” seem to have 
benefitted from the intervention. This has implications for possible improved self-
concept and self-confidence as participants realised that they were not the only persons 
who experienced difficulties, and being able to discuss these with their peers generated 
more trust in others.  
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The individual social support skills did not reveal a statistically significant difference and 
hence those items are not investigated further (see Table 4.8). 
 
4.3.3 The primary caregiver relational resources sub-dimension  
This sub-dimension consisted of two sub-scales, namely physical and psychological 
caregiving. The appropriate statistical data for the caregiver factor are shown in Table 
4.10. 
Table 4.10: Wilcoxon signed rank test results of the items involved in the total caring 
sub-dimension (physical and psychological subscales)  
 
 
Mean of total of 
caring - post-exp. - 
Mean of total  
caring-pre-exp. 
Z -.745
b
 
Asymp. Sig. (2-tailed) .456 
Monte Carlo Sig. (2-
tailed) 
Sig. .456 
99% Confidence 
Interval 
Lower 
Bound 
.443 
Upper 
Bound 
.469 
Monte Carlo Sig. (1-
tailed) 
Sig. .232 
99% Confidence 
Interval 
Lower 
Bound 
.221 
Upper 
Bound 
.243 
a. Wilcoxon Signed Ranks Test 
b. Based on positive ranks. 
c. Based on 10000 sampled tables with starting seed 112562564. 
 
The data in Table 4.10 indicate that no statistically significant differences were present 
between the pre- and posttests of the intervention group and hence physical and 
psychological caring aspects did not improve significantly after the intervention camp.  
 
4.3.4 The contextual resources sub-dimension  
This sub-dimension had three sub-scales associated with it, namely spiritual, educational 
and cultural. The initial test to determine whether statistically significant differences 
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were present between pre- and posttests for the intervention group is shown in Table 
4.11. 
 
Table 4.11: Wilcoxon signed rank test results of the mean of the contextual sub-
dimension pre- and posttests for the intervention group    
 
 
Mean of 
contextual total 
post - Mean of 
total contextual 
total pre. 
Z -1.975
b
 
Asymp. Sig. (2-tailed) .048 
Monte Carlo Sig. (2-
tailed) 
Sig. .048 
99% Confidence 
Interval 
Lower Bound .042 
Upper Bound .054 
Monte Carlo Sig. (1-
tailed) 
Sig. .022* 
99% Confidence 
Interval 
Lower Bound .018 
Upper Bound .026 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 
c. Based on 10000 sampled tables with starting seed 221623949. 
 
* = Statistically significant at the 5% level (p>0.01but p<0.05) 
The data in Table 4.11 shows that there is a significant difference between the mean total 
scores of the pre- and posttests of the contextual sub-dimension, but it does not indicate 
in which sub-scales (spiritual, educational or cultural) this difference is to be found. 
Hence, the three sub-scales need to be compared for pre- and posttest differences that are 
statistically significant. As the data distribution was negatively skewed, the non-
parametric Wilcoxon paired rank test will be used (see Table 4.12). 
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Table 4.12: Wilcoxon signed rank test to determine significant differences between 
the three sub-scales in the contextual resilience sub-dimension  
 
 
 Post 
Mean 
spiritual 
aspects 
of 
context - 
Pre 
Mean of 
spiritual 
aspects 
of 
context 
Post Mean 
educational 
aspects of 
context - 
Pre Mean 
educational 
aspects of 
context 
Post 
Mean 
cultural  
aspects 
of 
context - 
Pre 
Mean of 
cultural 
aspects 
of 
context 
Z -.169
b
 -.299
b
 -2.691
b
 
Asymp. Sig. (2-tailed) .866 .765 .007 
Monte Carlo Sig. 
(2-tailed) 
Sig. .867 .770 .006 
99% Confidence 
Interval 
Lower 
Bound 
.859 .759 .004 
Upper 
Bound 
.876 .781 .008 
Monte Carlo Sig. 
(1-tailed) 
Sig. .435 .382 .003** 
99% Confidence 
Interval 
Lower 
Bound 
.422 .369 .001 
Upper 
Bound 
.448 .395 .004 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 
c. Based on 10000 sampled tables with starting seed 303130861. 
** = Statistically significant at the 1% level (p>0.01) 
The data in Table 4.12 indicates that the significant difference was present in the cultural 
sub-scale of the contextual sub-dimension. This sub-scale is comprised of six items, 
namely 1, 10, 19, 23, 27, 28, and a comparison between pre- and posttests for each of 
these items is needed and is shown in Table 4.13. 
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Table 4.13: Wilcoxon signed rank test showing significant differences between the six 
items involved in the cultural sub-scale  
 
 
Post 
B1.I  - 
Pre B1 
Post 
B10. - 
Pre 
B10. 
Post 
B19. - 
Pre 
B19 
Post 
B23. -  
Pre 
B23 
Post 
B27. - 
Pre 
B27. 
Post 
B28. - 
Pre 
B28.  
Z -3.185
b
 .000
d
 -.597
e
 -1.649
b
 -3.554
b
 -.036
b
 
Asymp. Sig. (2-tailed) .001 1.000 .551 .099 .000 .971 
Monte Carlo 
Sig. (2-tailed) 
Sig. .001 1.000 .559 .104 .000 .994 
99% 
Confidence 
Interval 
Lower 
Bound 
.000 1.000 .546 .097 .000 .991 
Upper 
Bound 
.002 1.000 .572 .112 .000 .996 
Monte Carlo 
Sig. (1-tailed) 
Sig. .001** .503 .289 .052 .000** .489 
99% 
Confidence 
Interval 
Lower 
Bound 
.000 .490 .278 .046 .000 .476 
Upper 
Bound 
.001 .516 .301 .058 .000 .502 
a. Wilcoxon Signed Ranks Test 
b. Based on negative ranks. 
c. Based on 10000 sampled tables with starting seed 329836257. 
d. The sum of negative ranks equals the sum of positive ranks. 
e. Based on positive ranks. 
 
** = Statistically significant at the 1% level (p>0.01) 
The data in Table 4.13 indicates that the significant differences were present in item B1 
(I have people I look up to) and item B27 (I enjoy my community’s traditions). The 
results for item B1 were (Z = -3.185; p = 0.001, r = 0.41) and for item B27 (Z = -3.554; p 
= 0.000; r = 0.46). Both items are thus substantively significant and important.     
 
4.3.5 Analysis of pre- and posttest results of the control group 
The total resilience pretest mean scores and posttest scores of the control group were 
investigated for data distribution using SPSS. Both distributions were negatively skewed 
and hence non-parametric tests, such as the Wilcoxon signed ranks test, were utilised. 
The results of the initial test were as follows: 
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4 20 4 26 1 64 0 051
99 0 023 0 032 0 21
Re .Pr Re .. ; . ; . ; . ;
( % . ; . ); .
s e s PostX X Z p
CI LCL UCL r
    
   
 
There were no statistically significant differences between the pre- and posttest for the 
control group with respect to total resilience. Hence, no further testing needs to be done 
on the various sub-scales involved with total resilience. The control group showed no 
statistically significant improvement between pre- and posttests and the slight 
improvement is probably due to chance factors.   
The three resilience sub-dimensions should also show strong positive correlations with 
one another. The data is shown in Table 4.14. 
Table 4.14: Pearson correlations between the three resilience sub-dimensions 
 
 
Individual 
Resilience  
Post- exp. 
Caring 
Resilience  - 
post-exp. 
Contextual 
Resilience 
post-exp. 
Individual mean 
resilience. Post 
exp.  
Pearson Correlation 1 .654
**
 .657
**
 
Sig. (2-tailed)  .000 .000 
N 59 59 59 
Caring mean 
resilience  Post-
exp. 
Pearson Correlation .654
**
 1 .612
**
 
Sig. (2-tailed) .000  .000 
N 59 59 59 
Contextual 
mean resilience. 
Post-exp.   
Pearson Correlation .657
**
 .612
**
 1 
Sig. (2-tailed) .000 .000  
N 59 59 59 
**. Correlation is significant at the 0.01 level (2-tailed). 
 
The data in Table 4.14 indicates a strong but complex correlation between the three 
variables. A summary of the correlations could be: 
2
2
2
0 654 0 000 0 4277 95 0 478 0 780
0 657 0 000 0 4316 95 0 482 0 782
0 612 0 000 0 3745 95 0 422 0 7
[ . . . ; . ; . ( % . . ]
[ . . . ; . ; . ( % . . ]
[ . . ; . ; . ( % . .
Ind vs Caring r p R CI LCI UCL
Ind vs Context r p R CI LCI UCL
Context vs care r p R CI LCI UCL
       
       
        50]
  
The confidence interval (CI) is the boundary between which the population value falls in 
95% of samples. None of the above confidence intervals cross zero and hence one may 
take this information as meaning that there is a genuine effect on the population (Field, 
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2018, p. 350). This researcher also made a scatter plot of total resilience for pretest and 
posttest scores for the experimental group and the R
2 
value was 0.277 or 27.7% of the 
variance in one variable, which could be explained by the variance in the other (pretest). 
That leaves 72.3% unexplained. A scatter plot of the total resilience of pre- and posttests 
of the control group revealed the R
2 
value was 0.518 or 51.8% of the variance in the 
pretest could be explained by the variance in the posttest. Thus 48.2% of the variance 
was unexplained. The two groups of experimental and control were randomly selected 
and hence this researcher surmises that the 24% (72.3-48.3) difference could be due to 
the influence of the PSS camp on the participants who attended it.   
4.3.6 Association between total resilience (DV) of the CYRM-28 instrument 
against the various independent groups  
This discussion will only involve those independent groups where significant differences 
were found to be present. 
4.3.6.1 The participating schools 
Six schools participated in this research and they were divided into two quintile groups, 
namely group 1 consisting of quintiles 4 and 5 schools, and group 2 consisting of 
quintiles 1 to 3 schools. As the data was negatively skewed, the non-parametric 
Wilcoxon and Kruskal-Wallis tests were used. The results for the two quintile groups 
when tested against the total resilience were as follows: 
(Z = -1.774; p=0.040; r=0.23) 
As there was a statistically significant difference at this univariate level, it was necessary 
to test each of the three sub-scales (individual, caring and contextual) against the two 
quintile groups. It was only in the contextual sub-scale that significant differences were 
present, namely (Z = -2.535; p = 0.006; r = 0.33). The lower quintile grouping had the 
highest post-mean (4.47), while the higher quintile grouping had a significantly smaller 
post-mean score (4.27). There were six items on this scale, namely 1, 10, 19, 23, 27 and 
28. Statistically significant differences were found in three of the six items, namely items 
10, 27 and 28. The summarised results were: 
B10 (I am proud of my ethnic background) – Z = -2.727; p = 0.002; r = 0.36. 
B27 (I enjoy my community’s traditions) - Z = -1.727; p = 0.035; r = 0.23 
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B28 (I am a proud citizen of my country) - Z = -1.817; p = 0.04; r = 0.24  
4.3.6.2 Race of participants 
The initial three groups were reduced to two due to the small number of Black 
participants. Hence two groups, namely: other (Black and Brown), and White, were 
tested. At the univariate level, the dependent variable of total resilience showed a 
statistically significant difference between the two race groups. The results at the 
univariate level were: 
Z = -1.792; p = 0.04; r = 0.23 
Further testing at the individual items level indicated that it was only at the contextual 
sub-scale level where a significant difference was present, namely: 
Z = -2.09; p = 0.014; r = 0.27 
The individual items of the contextual sub-scale were then tested, namely items 1, 10, 19, 
23, 27 and 28.  Statistically significant differences were found in items 10 and 27. The 
summarised results were: 
B10 (I am proud of my ethnic background) – Z = -2.226; p = 0.014; r = 0.29 
B27 (I enjoy my community’s traditions) - Z = -1.782; p = 0.043; r = 0.23 
In each of the items it was the other (Brown and Black), which attained a statistically 
significantly higher mean rank, and hence this group associated themselves more 
strongly with the two items discussed. 
The participating schools and the race of participants were closely linked and a cross-
tabulation corroborates this finding as follows: In quintile 4 and 5 schools (fee-paying 
schools), there were 2.6% other (Black and Brown), while there were 97.4% White 
participants; In quintile 1 to 3 schools (non-fee paying schools), there were 76.2% other 
and 23.8% white participants. It thus appears as if SES is associated with these findings 
as the so-called poorer schools have a majority of Brown and Black pupils, while the 
wealthier schools in quintiles 4 and 5 have a majority of White participants.  
None of the other independent groups showed any significant association with the total 
resilience mean score.  
81 
 
4.3.7 Synthesis of findings 
The CYRM-28 measuring instrument has three sub-dimensions associated with total 
resilience, namely: 
 An individual capacities/resources sub-dimension 
 A sub-dimension for relationships with primary caregiver 
 A contextual sub-dimension which facilitates a sense of belonging. 
Each of these sub-dimensions is, in turn, composed of two or three factors with items 
serving as manifest or observed variables (see Figure 4.9). 
An analysis of the total resilience dimension shows a statistically significant difference 
between the pre- and posttests. As this dimension is comprised of three sub-dimensions it 
was necessary to analyse each of them to see where the significant difference featured. A 
statistically significant difference was found in only one of the three sub-dimensions, 
namely the individual peer skills dimension (Z = -2.17; p = 0.015; r = 0.28). Differences 
between pre- and posttest tests were found in items 11 (People think I am fun to be with) 
and 18 (My friends stand by me in difficult times). The intervention programme seems to 
have benefitted individual peer skills as the participants were highly likely to have made 
new friends with whom they could share mutual problems.  
In the caregiver sub-dimension, no statistically significant differences could be found 
although the posttest scores in both physical and psychological factors were higher than 
in the pretest. This higher mean rank could thus be due to chance factors. 
In the contextual resources sub-dimension, composed of spiritual, contextual and cultural 
factors, statistically significant differences were present in the cultural factor only (Z=-
2.691; p = 0.003; r = 0.35). The cultural sub-scale or factor is comprised of six items 
namely 1, 10, 19, 23, 27 and 28. Statistically significant differences between pre- and 
posttests were present in items 1 and 27 only. Item 1 (I have people to look up to - Z=-
3.185; p = 0.001; r = 0.41) and item 27 (I enjoy my community’s traditions – Z = -3.554; 
p = 0.001; r = 0.46) were found to be both statistically and substantively significant. It is 
highly likely that the intervention camp had exposed the participants to people who the 
participants trust as well as exposing them to people from different cultural traditions. 
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The control group showed no statistically significant differences between pre- and 
posttests in the total resilience dimension and hence no further analysis at the sub-
dimensional level was needed (Z =-1.64; p = 0.051). 
The three sub-dimensions of resilience were also strongly positively correlated with one 
another, indicating a complex inter-relationship among them. Hence, if scores in one sub-
dimension increased or decreased, then the other two would do likewise.  
Participants in the low quintile schools (non-fee-paying schools) seemed to benefit more 
from the intervention than participants from the higher quintile schools (fee-paying). 
With respect to the racial groups, Black and Brown participants differed from White 
participants on the contextual sub-dimension (Z = -2.09; p = 0.014; r = 0.27). They 
differed on item 10 (I am proud of my ethnic background -Z = -2.226; p = 0.014; r = 
0.29) and item 27 (I enjoy my community’s traditions – Z = -1.782; p = 0.043; r = 0.23). 
Black and Brown participants associated themselves more strongly than White 
respondents with the cultural factor. This result could probably be coupled to the quintile 
grouping of the schools as Black and Brown participants mostly belonged to the poorer 
schools in quintiles 1 to 3, while White participants lived in communities with quintile 4 
and 5 schools where socio-economic status was at a higher level. 
4.3.8 Summary of findings from the CYRM-28 
The posttest scores on the total resilience were statistically significantly higher that the 
pretest results. The subscale “Individual peer skills” showed the highest statistically 
significant difference, especially in the items, “People think I am fun to be with” and 
“My friends stand by me during difficult times”. This might have been because of the 
improved self confidence and self concept of the learners in the intervention group, their 
realisation they were not the only ones experiencing these problems, and that they had 
someone to talk to, like other peers, which entailed trusting them, “I have people I look 
up to” and “I enjoy my community’s traditions”. The control group showed no 
statistically significant difference. 
4.4 INTRODUCTION TO THE CRITICAL AND RISK FACTORS (RES-360) 
 
To determine the risk factors and resources available, the steps set out in the RCC 
Evaluation Tool Basket: RES-360 were used. The first step was to set up various focus 
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groups (service providers, camp organisers, parents/caregivers, children in the control 
and intervention group). They were asked to name the risk factors that they experienced 
as well as the resources available to them. After identification, they were asked to select 
the six most prevalent risk factors and the six assets that were most readily available. The 
second step consisted of compiling a questionnaire from the information received from 
the focus groups, consisting of 20 questions (+/- 5 from each group) regarding risk 
factors and 20 questions regarding availability of resources or assets. The questionnaire 
was given to both intervention and control groups to complete and then the data was 
captured using the Excel spreadsheets provided by the Resilience Research Centre, also 
available on the website www.resilienceresearch.org. The data was then captured in 
SPSS and analysed using this programme. The question, “How prevalent are the 
following risks in your home, school community or neighbourhood?” was posed with a 
five-point interval scale: 1 Not at all prevalent; 2 a little prevalent; 3 somewhat prevalent; 
4 often prevalent; and 5 fvery prevalent. The frequencies for the various responses as 
provided by SPSS were then used to determine the responses where 4 and 5 of the scale 
were added together to represent those risks that were critical, and 3 (somewhat 
prevalent) represented latent risks. Table 4.15 shows the frequencies of one of 20 tables, 
while Table 4.16 represents all the risk items via the valid percentage of responses from 
each of the frequency tables. 
4.4.1 Prevalence of risk factors  
 
Table 4.15: Frequencies for item B3 regarding the prevalence of poverty (Risk) 
. 
Prevalence  Frequency Percent 
Valid 
percentage  
Cumulative 
Percent 
Valid Not at all 6 10.0 10.3 10.3 
A little 11 18.3 19.0 29.3 
Somewhat 8 13.3 13.8 43.1 
Often 14 23.3 24.1 67.2 
A lot 19 31.7 32.8 100.0 
Total 58 96.7 100.0  
Missing No answer 1 1.7   
System 1 1.7   
Total 2 3.3   
Total 60 100.0   
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Table 4.16: Valid percentages of critical and latent risk factors  
 
Item Variable Youth 
Critical risk% Latent risk% 
B1 Drugs 20.4 6.8 
B2 Alcoholism 31.0 19.0 
B3 Poverty 56.9 13.8 
B4 Hunger 47.5 11.9 
B5 Lovelessness 32.2 16.9 
B6 Unhygienic habits  31.0 17.2 
B7 Poor role models 35.6 27.1 
B8 Homelessness 37.0 18.6 
B9 Physical abuse 17.2 13.8 
B10 Sexual abuse 18.7 10.2 
B11 Verbal abuse 37.3 13.6 
B12 Bullying 50.9 22.0 
B13 Violence 20.4 15.3 
B14 School dropouts 26.3 19.3 
B15 Neglect of children 22.4 10.3 
B16 Teenage pregnancies 36.2 8.6 
B17 Poor health 31.0 12.1 
B18 Poor values 35.1 17.5 
B19 Lack of self-confidence  38.6 19.3 
B20 Distrust in people  39.7 12.1 
 
The data in Table 4.16 shows the five variables which obtained the highest frequencies 
where critical risk was found by combining 4 (often prevalent) and 5 (very prevalent), 
and latent risk factors were found by using items which had scores of 3 (somewhat 
prevalent). These results are displayed visually in a bar chart in Figure 4.10. 
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Figure 4.10: Valid frequency percentages of the critical and latent risk factors 
4.4.2 Importance of assets/resources 
The 20 identified resources had to be ranked according to how important each participant 
believed them to be on a five-point interval scale of: 1 Not at all important; 2 a little 
important; 3 somewhat important; 4 important; and 5 very important. Each of the 20 
resources or identified assets was analysed using frequency tables, and the important (4) 
and very important (5) valid percentages were added together to identify the priority 
asset. The SPSS frequency table for school counsellors (D1) is shown in Table 4.18. 
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Table 4.17: Frequency table for the importance of school counsellors (D1) 
Importance  Frequency Percent Valid Percent 
Cumulative 
Percent 
Valid Not at all important 4 6.7 6.8 6.8 
A little important 5 8.3 8.5 15.3 
Somewhat 
important 
6 10.0 10.2 25.4 
Important 8 13.3 13.6 39.0 
Very important 36 60.0 61.0 100.0 
Total 59 98.3 100.0  
Missing System 1 1.7   
Total 60 100.0   
 
The data in Table 4.18 indicates that 74.6% of the respondents believed that school 
counsellors were important to very important. All the identified resources were dealt with 
in a similar way and the results are summarised in Table 4.18. 
Table 4.18: Valid percentages for the importance of identified resources/assets  
Item Variable name  
Youth 
Priority resource% 
D1 School counsellors 74.6 
D2 Understanding teachers 79.7 
D3 Supporting parents 91.6 
D4 Church outreaches 86.4 
D5 Community centres 69.5 
D6 Extracurricular activities  83.0 
D7 Motivational speakers  74.6 
D8 Educational programmes  86.4 
D9 Safe parks 88.2 
D10 Nutrition programmes 89.9 
D11 Health services at school 86.5 
D12 State clinics 91.6 
D13 School subsidy 86.4 
D14 SASSA grants 81.3 
D15 Education assistance  86.4 
D16 Social services assistance  81.4 
D17 Rehabilitation centres 71.2 
D18 Youth 88.1 
D19 Life skills workshops  76.3 
D20 Public policing  80.7 
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The degree of importance assigned to the resources can be seen as reflecting participants’ 
ideal expectations. The top five resources identified were: supporting parents (91.6%); 
state clinics (91.6%); nutrition programmes (89.9); safe parks (88.2); and youth centres 
(88.1). Normally the ideal value will be rated higher than the real value. In theory all the 
resources are desirable as that is how it “ought to be” but in practice it is what we 
observe in the “real world” or that which is available to us. The availability of the 
identified resources or assets are now discussed. 
4.4.3 Availability of assets/resources 
The 20 identified resources had to be rated according to how often these resources were 
available to the participants.  The availability was reported on a five-point interval scale: 
1 never; 2 rarely; 3 sometimes; 4 A lot and 5 always. Each of the 20 identified assets was 
analysed using frequency tables, and the often (4) and always (5) valid percentages were 
added together and identified as the availability of the priority asset. The SPSS frequency 
table for school counsellors (D1) is shown in Table 4.19. 
Table 4.19: The valid percentages of how often school counsellors were available to 
the participants in the intervention group (posttest) 
 
 Frequency Percent Valid Percent 
Cumulative 
Percent 
Valid Never 14 23.7 23.7 23.7 
Rarely 2 3.4 3.4 27.1 
Sometimes 8 13.6 13.6 40.7 
A lot 10 16.9 16.9 57.6 
Always 25 42.4 42.4 100.0 
Total 59 100.0 100.0  
 
The other identified critical resources were dealt with in the same way and Table 4.20 
provides a summary of the valid percentages for the responses for always (5) and often 
(4) available.  
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Table 4.20: Valid percentages of availability of the identified assets/resources  
Item Variable name  
Youth 
Priority resource% 
D1 School counsellors 59.3 
D2 Understanding teachers 61.0 
D3 Supporting parents 79.7 
D4 Church outreaches 78.0 
D5 Community centres 49.2 
D6 Extracurricular activities  72.9 
D7 Motivational speakers  56.9 
D8 Educational programmes  61.0 
D9 Safe parks 47.4 
D10 Nutrition programmes 77.6 
D11 Health services at school 57.6 
D12 State clinics 77.9 
D13 School subsidy 72.8 
D14 SASSA grants 62.7 
D15 Education assistance  58.6 
D16 Social services assistance  66.7 
D17 Rehabilitation centres 35.6 
D18 Youth 74.2 
D19 Life skills workshops  47.5 
D20 Public policing  62.1 
 
The data in Table 4.20 indicate the perceived availability of the identified resources with 
the five highest percentages shaded. The data is represented graphically in Figure 4.11. 
89 
 
 
Figure 4.11: Valid frequency percentages of the availability of the identified resources 
The five resources most available to the respondents were supportive parents (79.7%), 
church outreaches (78.0%), state clinics (77.9%), nutrition programmes (77.6%) and 
youth centres (74.2%). 
4.4.4 Comparison of importance of resource with its availability 
The Pearson correlation between the means of total risks versus the availability of the 
resources was (r = 0.457; p = 0.000; R
2 
= 0.2088). Hence only 20.88% of the variance in 
one of the variables is explained by the other and the effect could be said to be moderate 
at most. One would surely expect a much higher correlation between importance and 
availability? 
It has already been mentioned that the ideal value of something (how important it is to 
you) and the real value (how available the resource is) are likely to differ from one 
another. As both the importance and availability tests were completed by the same 
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candidates using five-point interval scales, the two groups could be compared (the 
importance with the availability). Using a non-parametric Wilcoxon signed rank test the 
following results were found: 
4 35 3 72 5 65 0 000 0 74Im .[ . ; . ; . ; . ; . ]p AvailX X Z p r         
The large effect size indicates the importance of the difference between the ideal 
(important) and the real (availability). It is also an indication that the community should 
be allowed to have a greater say in local affairs about which resources are important and 
available to them. The researcher then identified the five resources with the largest 
difference in scores between the importance and availability, or ideal and real values. As 
the r values are standardised, one can compare the five sets of results and list them from 
the largest difference to the smallest difference. Table 4.21 represents these differences. 
Table 4.21: Items with largest difference between the importance and the availability 
of resources 
Item Description Z p-value  Effect 
size (r)  
D/E9 Safe parks -4.590 0.000 0.60 
D/E19 Life-skills workshops -4.514 0.000 0.59 
D/E8 Educational programmes  -4.27 0.000 0.56 
D/E11 Health services at school  -4.26 0.000 0.55 
D/E17 Rehabilitation centres -4.514 0.000 0.54 
 
The data in Table 4.21 contains the five resources with the largest difference between 
importance and availability. This information could be vital to local communities and 
concerned non-governmental organisations as it indicates an important gap between what 
we ought to do and what we actually do.  
One could, in a similar way, identify those resources with the smallest gap between 
importance and availability. The researcher identified the four items that had the smallest 
difference between the importance and availability scores, but arranged them from 
smallest to largest as this was indicative of which resource came closest to being 
available. The appropriate data is given in Table 4.22. 
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Table 4.22: Items with smallest difference between the importance and the availability 
of resources 
Item Description Z p-value  Effect 
size (r)  
D/E4 Church outreaches  -1.58 0.06 0.21 
D/E3 Supportive parents  -1.73 0.04 0.22 
D/E6 Extracurricular activities  -1.86 0.03 0.24 
D/E13 School subsidies  -1.96 0.02 0.25 
 
The data in Table 4.22 indicates that church outreaches came closest to aligning the ideal 
with the real or importance with availability. This finding could be significant to church 
groups as they are often involved with intervention camps where an attempt is made to 
meet the psychological, physical and social needs of disadvantaged youth.   
4.4.5 Analysis of control group 
The control group showed no statistically significant differences between the pre-risk and 
post-risk items as well as no significant differences between the pre- and posttests for the 
importance or availability of resources. 
4.4.6 Synthesis of findings 
Of the 20 risks identified, the five deemed critical risks were: poverty (56.9%); bullying 
(50.9%); hunger (47.5%); distrust in people (39.7%); and lack of self-confidence 
(38.6%). The four most important latent risk factors were: poor role models (27.1%); 
school dropouts (19.8%); lack of self-confidence (19.5%); and alcoholism (19.0%) 
The importance of the 20 identified resources/assets were analysed in a similar way and 
the five most important ones were: Supportive parents (91.6%); state clinics (91.6%); 
nutrition programmes (89.9%); safe parks (88.2%); and resources for youth (88.1%). 
Participants were also asked to provide their perceptions of the availability of the 20 
identified resources and the five resources which obtained the highest percentage 
frequencies on 4 (a lot) and 5 (always) were: supportive parents (79.1%); church 
outreaches (78.0%); state clinics (77.9%); nutrition programmes (77.6%); and youth 
resources (74.4%). 
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In an ideal situation, one would expect the correlation between total risks and the 
availability of resources to contest the risks would be highly positively. The Pearson 
correlation in this research was (r = 0.457; p = 0.000; R
2
 = 0.2088). Thus, although it was 
positive and statistically significant, only 20.9% of the variance in the one variable can 
be explained by the other, and the effect could be classified as moderate. Attempting to 
explain this discrepancy, the researcher delved into the differences between the perceived 
importance of a resource (the ideal situation) and the availability of the resource (the real 
situation). It was found that there was a statistically significant difference between the 
importance of the resource and its availability to participants (Z = -5.65; p = 0.000; r = 
0.74). The effect size is large and hence substantively significant. The five resources with 
the largest difference between importance and availability were: safe parks (r = 0.60); 
life-skills workshops (r = 0.59); education programmes (r = 0.56); health services at 
school (r = 0.55); and rehabilitation centres (r = 0.54). As the effect sizes of all the 
differences was large (>0.50), they are important and need to be addressed by the 
responsible authorities and with greater involvement of the local community. 
The four resources available (real situation) which came closest to meeting the 
importance of the resources (ideal situation) were church outreaches; supportive parents; 
extra-curricular activities; and school subsidies.   
4.4.7 Summary of findings of the RES-360 
The experienced critical risks ranked highest by the learners included poverty, bullying, 
hunger, distrust in people and a lack of self-confidence. The four most serious latent risks 
were poor role models, school dropouts, lack of self-confidence and alcoholism. 
The resources that were mostly available to the learners were supportive parents, church 
outreaches, state clinics, nutrition programmes and youth gatherings at church. The five 
resources with the largest difference between availability and importance thereof 
included safe parks, life skills workshops, education programmes, health services at 
school and rehabilitation centres. 
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Table 4.23: Synthesis of summaries 
SUMMARY OF FINDINGS FROM QUESTIONNAIRES 
SDQ CYRM-28 RES-360 (RISKS) 
Improved hyperactivity 
and attention 
Statistically higher posttest – 
successful intervention in raising 
resilience levels. 
Most critical risk included: 
poverty, bullying, hunger, 
distrust in people and lack of 
self-confidence. 
Improved conduct 
problems 
Significant difference in subscale, 
individual peer skills. 
Four most important latent 
risks: poor role models, 
school dropouts, lack of self 
confidence and alcoholism 
Improved peer 
problems 
Improved self-concept and self-
confidence. 
Resources most available: 
supportive parents, church 
outreaches, state clinics, 
nutrition programmes and 
youth centres. 
Difficulties impacted 
themselves, peer group 
and most significantly 
classroom learning 
Reported to have more positive role 
models after intervention. 
Resources with largest 
difference between 
importance and availability: 
safe parks, life skills 
workshops, education 
programmes, health 
services, rehabilitation 
centres. 
Significant impact on 
total difficulties score – 
decreased score after 
intervention 
Participants found new community 
appreciation which might reflect an 
entire new community they found at 
the camp. 
 
No difference in scores 
of control group 
Brown / Black learners were found to 
be prouder of their ethnic heritage, 
the traditions they enjoyed and being 
citizens of South Africa. 
 
Hypothesis accepted – 
possible successful 
intervention 
More Brown/Black learners in non-fee 
paying schools. 
 
 Possible successful intervention as 
intervention group showed increased 
resilience scores, while control group 
showed no difference in scores. 
 
 
4.5  CONCLUSION  
In this chapter the analysis of the numerical data from the quantitative research 
completed in phase one was presented. Quantitative results showed that the psychosocial 
camp had a positive impact on the educational and psychosocial development of 
vulnerable children. The children from the intervention group reported better 
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concentration and attention after the camp, with the biggest impact reflected in the 
classroom. The resilience of the intervention group exhibited statistical significance and 
thus the camp also assisted with the development of resilience for these children. The 
most critical risks recorded were poverty, bullying, hunger, distrust in people and lack of 
self-confidence. Supportive parents, state clinics, nutrition programmes, safe parks and 
youth programmes were regarded as the most important assets. The following chapter 
consists of the findings from the qualitative research and verbatim accounts of 
participants, which will assist in understanding and explaining the quantitative data from 
this chapter. 
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CHAPTER 5 
QUALITATIVE FINDINGS 
5.1 INTRODUCTION 
In this chapter the data analysis process and the themes that emerged are discussed. 
Extracts from the transcribed interviews will be presented to support the relative theme 
and to give a voice to the participants. In order to facilitate a comfortable space, the 
learners were able to choose the language that interviews would be conducted in. During 
most of the interviews the language switched between English and Afrikaans. Some 
participants preferred the questions to be asked in English, while they answered in 
Afrikaans. The transcribed interviews contain language errors which, to retain the 
authenticity of the original responses, were not corrected.  
5.2 DATA ANALYSIS OVERVIEW 
Staying true to the theoretical framework underpinning this study, a holistic approach 
was necessary in order to understand the contexts of these participants. This resulted in 
an inclusion of the available resources and possible risks the participants faced. This will 
not only assist in addressing the literature gap with regards to the impact of psychosocial 
camps, but also in understanding the needs of vulnerable children and how their 
vulnerabilities can be limited in order to increase their positive psychosocial and 
educational development.   
To determine the impact, participants with extensive knowledge of the camp were 
included for the individual interviews and essays. These participants took part in the 
junior and senior camps as campers, became assistant leaders, group leaders and, later, 
some joined the duty team, assisting with organising the camp. Purposeful sampling was 
implemented. As some participants no longer lived in the same area, it was logistically 
not possible to hold a focus group discussion. Instead, the aim of this study was discussed 
with each individual before interviewing them. The focus group included children that 
only attended the junior camp.  
Verbatim accounts of the interviews were digitally recorded, and the interviewer made 
notes of non-verbal communication. The completed interviews were then transcribed. 
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The data was prepared in the following sequence: collection, organisation, transcription 
into segments, coding, description, categorisation and, finally, development of patterns. 
In order to analyse the data, qualitative content analysis was employed (Zhang & 
Wildemuth, 2009). The interviews were typed up so that the verbatim transcripts could 
be analysed. The researcher used coloured pencils to code regular themes on the printed 
transcripts. The responses of the participants were then tabulated on an Excel spreadsheet 
(refer to Appendix K). The researcher used different colours to highlight the various 
themes electronically, then compared the hard copy and the digital copy to ensure the 
coding was correct. A key word was typed next to each quote describing the category. 
The various items were then sorted into their categories, assisting with the development 
of the different themes. The interrelatedness of the themes was also highlighted in this 
manner, using colour coding. The themes that emerged from the interviews, essays and 
focus group were sorted using Excel. Finally, patterns were identified to establish the 
main and subthemes. 
The four stages of data analysis were: decontextualisation, recontextualisation, 
categorisation and compilation (Bengtsson, 2016).  
During the first stage of decontextualisation, the researcher listened to the semi-
structured interviews before typing up the transcripts. These transcripts were then read 
together with the essays and notes taken during the focus group discussion. The data was 
coded using coloured pens and then entered into an Excel spreadsheet. Colour coding 
was used to code the data on the Excel spreadsheet in order to identify important 
concepts. 
During the recontextualisation stage the researcher read the data again to confirm 
inclusion of important information. The extracted data on the Excel spreadsheet was 
correlated with the initial data before coding. The unimportant additional information 
was discarded when the researcher copied the important highlighted information to a 
separate Excel spreadsheet. The last step of this stage was the identification of 
meaningful units. 
The third stage entailed the categorisation of the data. The meaningful units were 
categorised and copied into separate Excel spreadsheets, highlighting the categories and 
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subcategories that emerged from the data. In this manner explanations that were 
meaningful could be found within the data. 
Compilation of the data took place during the last stage. The data was examined before 
writing up the results. Finally, the results were analysed. 
Table 5.1: Sumary of participants in qualitative study 
Participant Pseudonym 
Individual 
interviews Essays 
1 Steven x x 
2 John x x 
3 Katy x x 
4 Bianca x x 
5 Reo x x 
6 Mary x  
7 Theskae  x 
 
The above table provides an overview on the participation in the qualitative study. The 
names of the participants in the focus group discussion were not included as the 
researcher only took notes during this discussion. Whenever a reference will be made to a 
statement that occurred in the focus group, reference will only be made to the participants 
in general and will not be specific. Not all participants took part in the first two data 
collection methods (the interviews and the essays) due to time constraints and logistical 
reasons. 
5.3 THEMES 
An overview of the themes that emerged and that are addressed in this study can be 
explained in Figure 5.1.  
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Figure 5.1: Themes and subthemes layout 
During the analysis of the data, the impact of the PSS camp on the psychosocial and 
educational development of vulnerable children was determined. Throughout the study it 
became evident that the psychosocial and educational themes, risk exposure and 
resilience factors were interrelated.  
The risks and resilience factors that vulnerable children faced were revealed and 
structured under three themes: psychological, social and educational. The factors that 
contributed to their resilience were analysed categorically using the categories set out by 
Ungar et al. (2007). These seven categories are: (1) material resources; (2) supportive 
relationships; (3) a desirable personal identity; (4) experiences of power and control; (5) 
adherence to cultural traditions; (6) experiences of social justice; and (7) experiences of 
social cohesion with others (Ungar et al., 2007).  
As the focus group comprised schoolgoing children and the experience was not a private 
one, questions regarding the risks they might experience were not asked to protect them 
from unnecessary exposure. For the sake of giving the participants a voice in this study, 
their Afrikaans quotations were not changed, but are explained in English either before or 
after the quotation. 
 
5.3.1 Educational themes 
 
The educational themes that were identified during the study were sorted into groups of 
risks and resilience. Various subthemes that emerged re addressed below. 
 
IMPACT 
EDUCATIONAL 
Risks Resilience 
PSYCHOLOGICAL 
Risks Resilience 
SOCIAL 
Risks Resilience 
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5.3.1.1  Risks 
As stated in Chapter 2, children become vulnerable as a result of various complex factors 
which need to be explored to define vulnerability (Skinner & Davids, 2006). The 
following risks emerged in this study as having an impact on the educational 
development of vulnerable children. 
 
(a) Poverty: Overcrowding  
Overcrowding affected the ability of the learners to do their homework, prepare for 
exams and concentrate. During the data collection of the qualitative data overcrowding 
emerged as a risk to the educational development of children. This was revealed during 
the semi-structured interviews where the participants elaborated on the risks they 
experienced. Overcrowding affected the ability of the learners to concentrate.  
When interviewed, John stated that many people lived in the house he grew up in: “Okay 
it was my uncle, his wife and his daughter, my dad, my little brother and my elder sister, 
my grandmother, grandfather and my young uncle”(Participant 2: Interview) In total 
there were 11 people living under one roof. He later stated that he offered 
accommodation by an uncle from the camp during his Grade 12 year and that this had 
helped him a great deal to pass matric: “Then he gave me the advice and I stayed with 
them. I made matric and it was very beneficial and then I went to high school 
[university]”(Participant: 2 Interview).  
Bianca also contended with small spaces and overcrowding due to poverty. When she 
was asked to describe the setting of her home she said: “Uhm my ma is ‘n baie stil 
mens...My ouma sy raak kwaad vir enigiets en sy is baie oud maar sy raak kwaad en sy 
begin net vloek. My suster is baie, sy wil groot wees maar sy kan nie...Ons almal, my 
cousin, my twee cousins, my antie, my antie se ouma, ons almal het vir 18 jare saam 
gebly maar nou van laasjaar af het ons uitgetrek uit die huis uit na die zozo 
toe”(Participant 5: Interview) She confirmed that they (her mother, grandmother, her 
sister and herself) used to live with her aunt, two cousins and her aunt’s grandmother in 
one house, but then moved out and now lives with her grandmother and her mother in a 
Zozo hut (a small hut made from steel/zinc). This left Bianca with both limited space and 
time to do her school work.  
100 
 
(b) Poverty: Lack of finances 
The lack of finances resulted in anxiety and stress in families and acted as a distraction to 
the learners. During the interviews, participants confirmed the impact the financial 
situation of their families had on them. They perceived the lack of finances as the reason 
they had less opportunities than other children. The opportunities to explore future career 
options and to engage in active career development were limited by the financial 
shortages.  
When interviewed, Katy said that poverty was part of their life and that they practically 
lived out of her grandmother’s pocket. If her father’s car broke down, the grandmother 
had to drive to them to give them money, sometimes even for food.  “Ons lewe uit my 
ouma se sak uit né, nou as my pa se kar nie werk nie, sy moet dan tot by ons kom en dan 
vir ons iets gee of kos koop”(Participant 3: Interview). Katy added that she felt if they 
had more money, she could receive better exposure to opportunities once she finished 
school, but because they did not have the funds, her parents could not take her to 
different places to expose her to different careers: “Omdat hulle geld het in die huis in, 
kan, as sy vir haar pa sê, kyk ek wil gaan kyk hoe is dit om ’n pilot te wees, dan sal haar 
pa dit vir haar kan doen. Die geld gee om te gaan kyk hoe is dit om, maar nou vir my is 
dit nou ’n ander storie, want my ma hulle kan my nie uitvat om te gaan kyk hoe is die 
werk of hoe is die werk nie, want ons het nie geld nie. So ek weet nie eintlik waar moet ek 
wees nie. There’s a lot of options, maar ek weet eintlik nie wat doen hulle eintlik daar 
nie” (Participant 3: Interview).  
Steven was taken to a career guidance counsellor by an aunt he met at the camp, and not 
by his mother or one of his uncles: “There was an aunt that took me to career guidance 
... It helped me by that point, what did I want to do in life”(Participant 1: Interview). 
Social development within the education system was also negatively affected by poverty 
as learners had to receive additional support in order to engage as active learners in 
school activities, for instance, the matric farewell. Although Mary was grateful towards 
her parents and appreciated all they had done for her, she still felt the pressure of being 
poor. At first she could not attend her matric farewell, because they did not have the 
funds for it as her mother was a domestic worker: “My ma is ’n domestic worker... Ons 
het nie… ek kon nie gaan nie want onder die omstandighede by die huis gee nie geld nie” 
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(Participant 6: Interview). There were some school activities she could not take part in, 
due to poverty.  
(c) Unsupportive environments 
In unsupportive environments, communities experienced poor social infrastructure, such 
as poor housing and a lack thereof, a shortage of water and electricity, as well as high 
rates of unemployment. Often these experiences led to community unrest, affecting the 
ability of children to attend schools. The living situations in these communities also 
negatively affected learners who struggled to concentrate on their schoolwork 
distractions, such as constant movement outside their households and taverns that were 
close by. These children were also exposed to negative role models with demotivating 
effects. 
The township area in which Mary lived also impacted on her access to education due to 
community unrest that occured as a result of poor infrastructure and service delivery: 
“Partykeer, jy weet hoe is ons mense, as hulle nie iets van die munisipaliteit kry nie hulle 
staak op die strate” (Participant 6: Interview). On some occasions she was late for school 
because of the unrest that often affected the township she lived in. The township was 
poverty stricken with high rates of unemployment, small houses situated close together 
and with many people on the streets. This was evident from Reo’s interview: “Houses 
are near together, so the taverns are there. People are, the streets are busy and 
stuff”(Participant 4: Interview). 
(d) Negative peer influence  
Delinquent behaviour has an impact on co-operation in classrooms. This leads to 
negative feedback from teachers and parents, which create a hostile environment. When 
children are exposed to negative peer behaviour, even if they do not form part of the peer 
group, they are distracted by it – that alone affects their educational development. 
Negative, delinquent behaviour emerged as a risk to education. The participants that were 
exposed to negative peer pressure resorted to negative behaviour themselves, such as not 
doing homework, lack of motivation, lack of concentration and ill-discipline. As a result 
of the negative behaviour, the discourse between the educators and the learners became 
negative, which might have led to learners’ negative self-image and lack of confidence.  
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Steven did not do his homework, saying, “I would be naughty with all my friends and I 
wouldn’t do my homework and so on” (Participant 1: Interview). John also expressed that 
he was naughty, saying, “I still was wild... that I was one of those naughty little boys 
when I started camping... Ek was, stout”(Participant 2: Interview). Reo did not care 
about school: “When I went to high school I started to drink, smoke and lose focus at 
school work and I failed my grade. Still didn’t care about people, because I did things my 
way. So like I when I got advice that I must stop smoking, I was like, aggghh, I don’t care 
about you guys, go and study, aagghh. I don’t care about school” (Participant 4: 
Interview). 
Bianca blamed the bad influences in her life on her friends, including her poor 
performance in Life Sciences, which made her consider giving up on her dream of 
becoming a nurse, “Maar nou vandat ek nou so bad influences het en in my lewe soos my 
tjommies en meeste van hulle, ek wil van alles doen, alles doen wat my tjommies doen, 
like kan ek nie rêrig eintlik focus om my lewenswetenskap nie so toe besluit ek nee as ek 
nie kan ’n nurse wees nie” (Participant 5: Interview)  
Mary was also ill-disciplined and, as a result, was expelled in Grade 9 for repeatedly 
being late for school, “Want dit was ’n tyd waar ek baie stout in skool was in graad nege. 
Toe word ek geskors... Laat kom daar’s ’n winkel langsaan Hoërskool Grenswag. Daar 
afgeklim en by die winkel gaan staan en met ander, mense praat en sulke goeters. Toe lui 
die klok eerste keer. Tweede klok ek sê aggenee toe die tweede klok lui gaan ons gaan.  
Toe tweede klok lui ons staan nog steeds”(Participant 6: Interview). Instead of going to 
school when the school bell rang, she and her friends would stand a bit longer at the shop 
opposite the school. 
The focus group confirmed misbehaviour when they were asked what happened when 
they returned to school after the camp and they confirmed that their conduct improved. 
One boy said he had anger issues, the second boy said he used foul language, the third 
boy said he used to hurt children and the one girl stated that she was not always friendly 
to everybody (Focus group discussion). 
5.3.1.2 Resilience 
Several factors emerged from the PSS camp “Jolcamp” attendance that enhanced the 
resilience of the learners and impacted their educational development. 
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(a) Focus / Vision 
Focussing on a reachable goal, like completing school, behaving positively and preparing 
for future employment, can be negatively affected by the risks children are exposed to. 
The situations vulnerable children find themselves in often results in a lack of vision for 
their future, resulting in hopelessness. By assisting children to focus on and create a 
vision for their future, they become more motivated and resilient. 
The participants confirmed that the Jolcamp helped them with a vision for their future 
and better focus, which was evident in their interviews. Steven confirmed that it helped 
him choose his career path, saying, “That year being at the ‘Jc’ it opened my eyes to 
make me to become a teacher”(Participant 1: Interview). John stated that before the 
camp he was visionless: “I was visionless, before attending the camp” (Participant 2: 
Interview). 
This was reiterated in Katy’s response during the interview when she was asked how she 
picked herself up when not at the camp. She responded that she must just think straight, 
do her schoolwork and finish it: “Ek moet net straight dink met my skool werk. Net klaar 
maak” (Participant 3: Interview). Reo also confirmed a more focussed attitude when 
coming from the camp, saying,“When I was doing Grade 10 for the second time. I was 
18 years old, because I repeated Grade 8 and Grade 10. And I sat down, I remember that 
year with WP [the minister] and he just told me “Bra, just study and do your thing”. He 
can help me with a lot of things, but when it comes to study nobody can help me. I’m the 
one that is sitting in the exam room alone and I man up that day, that year” (Participant 
4: Interview) 
Mary was asked if attending the camp all these years, helped mould her into the person 
she was. Her answer reflected a vision she had for the future which made her quite 
emotional: “...ek weet eendag as ek skool klaar maak gaan ek die omstandighede by die 
huis verskil maak. Want ek wil skool klaar maak en daai internship kry en dan kan ek 
graduate en werk vir my soek...”(Participant 6: Interview) 
In her essay, Katy wrote that she worked harder than before, while John wrote that 
attending the camp “...resulted to a focussed mind”(Participant3: Essay). 
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All the participants in the focus group confirmed that they could concentrate more, while 
four participants stated that their marks increased when they came back from the camp, 
with only one participant reporting no change for the better (Focus group discussion). 
 
(b)  Coping mechanisms – Tools to utilise 
 
School is a big part of a child’s life and learned life skills can be applied to their 
education as well. Tools came in the form of life lessons taught to campers which could 
help them to make important decisions. 
 
During the focus group discussions, all the children mentioned what they learned from 
the 2018 Jolcamp which could later be utilised as tools . These tools varied from how to 
pray, to the realisation that they never needed to feel alone (Focus group discussion). 
During the interviews and in their essays, participants fondly narrated mental 
representations of the tools they received, the life lessons they learned and the learning 
opportunities which were given to them. John wrote, “The camp taught us things in 
which we recommended guide you in life”(Participant 2: Essay), meaning that the camp 
acted as a guide for his life through the things they taught him. In her essay, Katy wrote 
that she learned how to find ways to get out of situations and how to control problems 
(Participant 3: Essay). 
In his interview, John said that he only realised afterwards what the camp had taught: 
“Ek kan nou sien wat dit eintlik vir ons moes geleer het... I realize why it’s now 
beneficial. I can use it now and try that what we learned there, we can actually apply it. 
Find the problem and trying to solve the problem” (Participant 2: Interview). 
(c) Personal and social well being education 
Personal and social wellbeing education allows learners to learn more about themselves, 
which can be beneficial in identity formation. These life skills lessons included study 
methods, and education on puberty and how to handle different social situations. 
John mentioned that the camp provided learning opportunities through life skills as they 
learned about puberty and “Study methods and how to achieve good marks”(Participant 
2: Interview). In her essay, Susan wrote that the camp “…teaches you a thing or two 
about life, confidence and also builds your strengths” (Participant 7, Essay). 
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The camp also taught learners more about their bodies, which encouraged strong personal 
identity formation. During her interview, Katy said she learned more from, and preferred, 
the puberty lesson and sex talk the camp gave to that of the school, as she felt that the 
teacher at school looked at her as if she was crazy if she asked a question. At the camp 
everybody asked questions, and they were not afraid to do so. “Ek het eintlik ook uit dit 
geleer. Moenie saam met mense speel nie. Moenie maak dat iemand aan jou raak nie. 
Dis verkeerd... omdat dit klein... By die skool as jy nou die juffrou as jy nou die vrae vra, 
dan kyk sy vir jou of jy is mal. By die kamp omdat almal nou iets vra en as jy nou vra en 
dis iets huge, dan hulle, kyk jou nie of jy is mal nie”(Participant 3: Interview).  
 
This was reiterated by Bianca during her interview when she said that she learned a lot as 
well, that she needed to look after and respect herself: “Ek het dit baie ervaar want hulle 
het vir ons geleer as jy ’n meisie is jy moet jy moet na jouself kyk. Jy moet jou 
respekteer” (Participant 5: Interview). She added that she learned more from the camp on 
these topics than at school, because they had a presentation with pictures and descriptions 
that helped her to understand it. “So the Jolcamp taught me ... the basics. And from the 
basics I could learn how to grow individually and with a spirit. With a spirit. And how to 
communicate more, better with people”(Participant 5: Interview). These were the 
sentiments Reo expressed during his interview when he was asked what he learned from 
the Jolcamp. Reo also stated that he learnt how to respect girls from the talk on puberty 
and sex at the camp: “I learned to respect girls and to respect women. Those are the two 
things I was lacking of when I joined the Jolcamp”.(Participant 4: Interview). In his 
essay Reo wrote that the camp would teach a person what life was about (Participant 4: 
Essay). 
 
During the focus group discussion, the learners confirmed that they learned how to deal 
with certain situations as a result of their camp attendance (Focus group discussion).  
 
(d) Support  
 
Support from responsible adults in the form of motivation, financial support or emotional 
support allowed the learners to form meaningful relationships and adopt positive role 
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models. The support these vulnerable children received resulted in life-changing 
moments and enhanced their resilience levels.  
 
John stated that an “uncle” from the camp and his wife took him in when he needed a 
place to stay in order to study for his matric exam: “Then he gave me the advice and I 
stayed with them. I made matric and it was very beneficial and then I went to high 
school...ag university” (Participant 2: Interview). He also had the support of a lady from 
the camp that took him for career guidance and thus he received direct assistance, “There 
was an aunt that took me to career guidance ... It helped me by that point...what did I 
want to do in life”(Participant 2: Interview). 
 
Reo received motivation from the minister of the camp in a different way: “The path you 
need to take is, you need to get something behind your name and grow up and be the man 
that you need to be... somebody can teach you how to be a man, but nobody can lead you 
to be a man... you know what bra, this time you need to study till you are matric at least. 
To finish up and see what life brings after matric” (Participant 4: Interview). 
 
In order to stress the important role a school and teachers can play in a child’s life, an 
extract from his interview that does not specifically reflect the impact of the camp, is 
dicussed. Schools and service providers need to cooperate to strengthen interventions for 
long-lasting impact. Reo reported receiving support from teachers: “There was also these 
three teachers I had, ML, NB and AJ. I could always, always when I had a problem go to 
those three teachers” (Participant 4: Interview). The support he received from his 
teachers had a tremendous impact on his life and he expressed this, saying, “So I will say 
if it wasn’t for my school, for my specific high school, then I wouldn’t to, I would’ve been 
totally totally in the wrong way, totally totally in the wrong way” (Participant 4: 
Interview) 
 
5.3.2 Social themes 
 
The subthemes that emerged in the social theme in this study need to be highlighted. 
These subthemes are divided into the social risks the learners experienced and the social 
factors of the camp that enhanced their resilience. 
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5.3.2.1 Risks 
 
Most of the risks were found under the social theme, with poverty creating secondary 
risks in the social domain at times, and at other times arising as the result of an 
experienced social risk. This will be discussed below. 
 
(a) Disintegrating value and moral system in communities 
 
Poverty has already been discussed as an educational risk, but it is a also a social risk. 
Not only did these participants experience the effects of poverty in their lives, they were 
exposed to it in their communities as well. They all lived in areas that reflected 
disintegrating community value and moral systems. Increased exposure to the lowered 
values and morals of the community increased the risk of physical, sexual and verbal 
abuse, drug and alcohol abuse, poor role models, violence and crime. These increased 
social risks ultimately affected their social development, which in turn affected their 
psychological and educational development.  
 
Steven said this about the community in which he grew up:“It’s a negative type of 
community where they drink and so on, but I wouldn’t say drinking is that bad, but I 
mean where they neglect the children and so on… not really positive role models” 
(Participant 1: Interview). 
 
Reo reported similar experiences: “The houses are near together, so the taverns are 
there. People are, the streets are busy and stuff...that thing that you are going to do when 
you are on the streets is drink, smoke and go around with girls and be naughty, swear to 
people, fight with people... It’s very hard that side. First, most of the people, okay, my 
former friends there, I don’t socialise with them anymore, is gangsterism now. You go to 
jail in and out, you don’t stay at your house anymore. Your mom, your mom and dad 
build you the house, even though it’s not a big house, you have your own room there. You 
have your bed in there, you don’t live there anymore. You just have to go and build a 
shack for you there. You don’t care about them anymore. You rob people, you steal and 
stuff”(Participant 4: Interview) 
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Bianca said, “...’n ghetto plek like vir my sien ek dit is ghetto like meeste van die mense 
hulle drink hulle slaan mekaar, word gespin, moord net so like so laaskeer het hulle een 
van onse mense die coloured mens half dood geslaan. Hy het so ander siekte gehad so 
hulle het nie geweet nie maar hulle het niks aan die saak gedoen nie, net begrawe en 
aangegaan met die lewe”(Participant 5: Interview). Bianca experienced her surroundings 
as a ghetto where most of the people drank and were violent. She said that the people hit 
each other, spun the wheels of their cars, and committed murder, just like the time one of 
the coloured people was beaten to death. She thought he had a disease but people did not 
know about and did not try to find out or do anything, so they just buried him.  
 
Mary also experienced her community as a high-risk: “... die area is baie … is baie 
bietjie grof… Ek kan sê die area is rof vir die mense wat in die aand in loop en gaan 
drink en daai goed soek gaan doen”(Participant 6: Interview). She said it was a very 
rough area, with people walking around in the evening, drinking and looking for that sort 
of thing to do. 
 
(b) Substance abuse 
The participants in this study were affected by the substance abuse of various loved ones 
and some suffered from this as well. Substance abuse had a profound effect on the 
households. When parents or caregivers abused substances, children were often 
neglected, abused or mistreated. These households became child-headed households, 
because the older children were forced to take responsibility for younger siblings, and 
even their parents, most of the time. The use of drugs, even if the learners themselves 
were not taking them, affected the entire family negatively, created distractions from 
schoolwork and also created additional social risks, like exposure to violence and crime, 
abuse and poverty. Rehabilitation centres were not always available, were expensive and 
disrupted the finances of households. More exposure to substance abuse also created 
more opportunities for learners to abuse substances themselves and in households where 
abuse of alcohol or drugs occured, they had a higher probability of become users 
themselves. 
Steven was exposed to his brother’s drug abuse, saying “... He had problems with drug 
abuse and he went to party a lot”(Participant 1: Interview).  
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Katy had a brother who was a drug addict and lived on the streets, and parents that 
abused alcohol to the detriment of the family. She stated that her brother smoked glue. 
He returned to the house and her parents tried to help him, because he smoked marujiana 
and took cat and other drugs. Her parents sent him to a rehabilitation centre. On the other 
hand, Katy’s father would buy alcohol with the money he receives each Friday, then her 
parents would be drinking nonstop until they run out of money. There would also be no 
money left to buy food, “Hy rook glue nou. Hy het teruggekom toe probeer my ma hulle 
hom help, want hyt dagga gerook en ek kennie wat nog, cat en goete. Toe stuur my ma 
hulle hom rehab toe. As hy geld kry en dit is genoeg geld miskien vir die week, dan drink 
hy meeste van daai geld uit...Like hulle sal Saterdag drink en Sondag, Maandag, 
Dinsdag en dan sal hulle voel dis nou klaar” (Participant 3: Interview). 
She was very emotional when she talked about her brother and she began crying when 
she described him as a street child. She said that he slept on the streets and ate anything 
he picked up. “Hy loop net en dan kom hy na weke terug, hys soos ’n straatkind. Hy 
slaap op die straat. Hy eet enige iets wat op die vloer is en dan naweke kom hy weer 
terug...” (Participant 3: Interview). 
 
Reo abused alcohol from a young age: “I started drinking, smoking, going around with 
girls...”(Participant 4: Interview). 
 
(c) Physical abuse 
 
Physical abuse most often occurred in the form of domestic violence and bullying. This 
social risk also affected the educational and psychological development of learners, with 
learners often becoming distracted and struggling to pay attention, because of too little 
sleep and experiencing extreme anxiety as a result thereof. They also resorted to bullying 
others as a result of the abuse they suffered themselves.  
 
Steven experienced bullying from both sides. He was bullied by his brother and in 
school, later becoming the bully himself and verbally abusing other children. “I wouldn’t 
say, okay I would say the abuse part, not like my parents abused me, but my brother did. 
It was like it’s been like that since we were little, because every time my father and my 
brother would project anger on to my brother he would project it onto me and then he 
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would hit me or so on.” He continued, “I would say I had both, like when I was a geek in 
Grade 8 and 9 my best friend now, they would push me around and so on and they had 
this games they played and then they would say something and if you don’t say it first you 
would get hit on your arm, something like that” (Participant 1: Interview). 
 
Katy lived in an environment of domestic violence with her grandfather and hitting her 
grandmother and her father hitting her mother. “Hyt altyd my ouma geslaan. Partykeer 
het my pa haar ook geslaan deur alkohol soos goed soos daai. Maar by my oupa, my 
ouma was dit ’n ding wat gereeld gebeur het. Waar hulle vloek in die huis in en daars net 
violence in die huis in” (Participant 3: Interview). 
During the focus group discussion, one participant also confirmed that he used to 
physically hurt other children, being the bully himself (Focus group discussion) 
(d) Verbal/emotional abuse 
 
When learners experienced verbal abuse it created anxiety, and they resorted to verbally 
abusing others. They could be distracted by the verbal abuse of others and ignored their 
own conscience when they resorted to the same behaviour. 
Bianca was at the receiving end of her grandmother’s verbal abuse. She said thather 
grandmother abused her emotionally, telling her she was bad and accusing her of things 
she did not do. It bothered her a lot, she said: “...ek was emotional ge-abuse like ek het 
altyd woorde gekry van my ouma af ek is ’n sleg ding ek doen goete en ek doen nie eers 
sulke goete nie dit het my diep diep geëet...” (Participant 5: Interview). 
Steven confirmed that he became a bully later in school, verbally bullying other children: 
“I would say verbally bullying, but not physically, but that bullying is the worst kind of 
bullying”(Participant 1: Interview). 
In the focus group one of the learners confirmed that she used to talk very badly to other 
learners, but that changed after she attended the camp (Focus group discussion). 
(e) Neglect 
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Some participants were exposed to neglect, either in their communities or by their 
caregivers. Neglect can enhance feelings of rejection and lead to depression and 
loneliness.  
 
Steven stated that the community he lived in was a “negative type of community... they 
would neglect their children” (Participant 1: Interview), while Reo said that nobody 
cared about what they did at home, “So at home there’s nothing like disgrace, cause you 
only live for yourself”(Participant 4: Interview). 
 
John also expressed feelings of neglect when he said he did not find the love he needed at 
home: “My culture what I see and what I experienced, our love, okay except, that’s why I 
cried for my dad, because he gave me love. My uncles and them, they are so bold. They 
can’t ask you how was your day and are you okay and I love you. So even my mom can’t, 
I don’t know whether she can’t, it’s just in her nature, she can’t say she loves me” 
(Participant 2: Interview). 
 
Katy’s brother was sent away to live with their grandparents. Katy said during the 
interview that they did not look after her brother properly, only providing food and 
shelter, but no clothes, love and care. “Apparently het hulle hom nie klere gekoop nie. 
Die tyd wat hy hier gekom het, was hy nogsteeds in sy klein klere en hulle het nie vir hom 
gesorg nie. Okay hulle het vir hom kos gegee, maar hyt nie liefde en goed in die huis 
gekry nie” (Participant 3: Interview). 
 
(f) Broken families 
 
Broken families refer to a immediate families that have been damaged in one way or 
another. This includes, for instance, through death, rejection and division of families, 
which will be discussed in the following section. Learners experience secondary risks as 
a result of broken families that might include poverty, overcrowded households, poor 
self-image, depression and anxiety. Deteriorating value and moral systems also affect 
family units as parents reject children, or members of families fight between themselves.  
 
Single-parent orphan 
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John was a single-parent orphan who grew up with his extended family, but never felt 
love from them. His relationship with his mother was also strained: “My dad passed 
away... My uncles and them, they are so bold. They can’t ask you how was your day and 
are you okay and I love you. So even my mom can’t, I don’t know whether she can’t, it’s 
just in her nature; she can’t say she loves me” (Participant 2: Interview). 
 
Reo experienced the loss of his father, saying, “... losing a member and just that losing 
your father is like losing a foot. He is the guy of the family. Immediate family and not 
growing up with that guy almost made me go to your homey” (Participant 4: Interview). 
He did not feel connected to his siblings either, and said, “...but we are not that that 
close, like brothers and sisters should be”(participant 4: Interview). 
 
Divided families causing distress 
Steven experienced a very close relationship with his mother, but he did not have a good 
relationship with his brothers and felt that his relationship with his father was not as open 
or as good as that with his mother. He said, “... like me and my brothers never had a good 
relationship”, and also, “sometimes you don’t know what to talk about to your father so 
the mother relationship is the best one”(Participant 1: Interview). 
 
Katy referred to her mother that drank because her father drank. She disagreed with them 
when they claimed it released their stress, believing the opposite as they fought 
afterwards and then stressed about what happened the previous day. “My ma drink, want 
my pa drink. Sy voel as hy dit kan doen, dan kan sy dit mos ook doen. Hulle voel die 
drank releases daai stress. Dit doen nie eintlik nie. Dit bring meer. Na hulle gedrink het 
gaan hulle mos baklei. Na as hulle nugter is dan stres hulle oor wat gebeur gister” 
(Participant 3: Interview). Bianca used to live in one house with her mother, grandmother 
and other women, but because of a family fight they moved into a Zozo house: “Ons bly 
mos in die Zozo want ons wil vrede like ons wou vrede gemaak het.  As ons klomp 
vrouens in die huis is dan is dit net bakleiery” (Participant 5: Interview). 
 
Rejection by parents 
Bianca experienced rejection as her biological father did not want to be in her life. She 
grew up without her father. Her sister’s father stepped in as a father figure in her life. She 
experienced a great deal of pain because of this, saying,“Ek het groot geraak sonder ‘n 
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pa en my suster se pa het opgelike hy het opgestaan in ’n vader figure vir my... So toe 
besluit ek vir myself ek gaan nie my hart toe maak nie jou pa bly mos jou pa, maar ek 
gaan hom net kans gee miskien is ek ’n mistake maar ek se nie dit is ’n mistake nie maar 
ek sê kyk hierso okay ek gaan jou space vir jou gee ek mooi groot ek gaan jou space vir 
jou gee maar as jy wil met my praat jy kan nogsteeds met my praat ek gaan nogsteeds jou 
dogter wees... as ek so alleen is en ek dink aan al die pyn en seer wat ek dra gehad het 
vandat ek ‘n baba gewees het” (Participant 5: Interview). She stated that she grew up 
without a father, but that her sister had a father, who became her father figure. She said 
that she decided not to close her heart, because your father will always be your father, but 
that she will give him some time and space. If he ever wants to talk to her, he can talk to 
her, she will always be his daughter. When she is alone, she thinks of all the pain and 
sorrow she has experienced since her birth. 
Although Katy did not personally experience rejection, she was exposed to its effects. 
She claimed her grandparents rejected her father and that they neither worried about him 
nor believed that he could become anything in life: “Hulle het nie eintlik geworry oor my 
pa nie. Hulle het nie vir hom geld gegee nie. Hulle het nie gesien hy kan iets wees nie”. 
She also stated that her father rejected her brother and subsequently he had to grow up 
with his grandparents, “…toe stuur sy my groot broer na my ouma toe. Toe raak hy groot 
daai kant... want hy was daai kant en hyt gevoel sy ma hulle soek hom nie. Niemand soek 
hom nie” (Participant 3: Interview). 
 
5.3.2.2 Resilience 
 
The opportunities provided by the camp to enhance resilience had the most profound 
effect on the social development of the children. The PSS camp exposed learners to 
various factors in the social setting that enhanced their resilience. 
 
(a) Building meaningful relationships 
 
All the participants recorded meaningful relationships formed at the camp. 
The focus group participants all stated that they still had contact with their group leaders, 
having formed meaningful relationships with them. Two boys that attended the camp 
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together became friends and subsequently also attended the same church. One mentioned 
that it was nice to have people she could look up to. 
 
The participants who wrote the essays also confirmed that they formed meaningful 
relationships. Steven wrote that the Jolcamp people had become family: “Jolkamp het my 
familie geword”(Participant 1: Essay). John stated the following: “You find what friends 
and family is”(Participant 2: Essay), while Susan wrote that she “made friends” 
(Participant 7: Essay). 
 
During the interviews the participants all mentioned that they made meaningful 
relationships. John went further, saying that the minister became a father figure to him, 
providing the things that his father would have given him: “… he was there for me... hy 
was eintlik soos ‘n broer vir my, maar ek’t daai siening gehad, hy gee vir my die goed 
wat my pa eintlik vir my moes gegee het...’n pa figuur, dit is eintlik wat hy my geleer 
het”(Participant 2: Interview). 
 
“The Jolcamp isn’t just a camp it’s a family,” Steven added at the end of the interview 
(Participant 1: Interview). Prior to that he said, “...since then I’ve only been with my 
friends from JC [Jolcamp]. They actually stayed.” This was supported by his answer to 
the question regarding the Jolcamp’s involvement in his life at the present time: “…the 
camp is not just a temporary camp, where you go with that people there and you don't 
see them until next year... you are constantly involved with this people’s lives. They 
would take your message or they would call you or when you feel low, you would call 
them, so it’s they are involved in a lot of our lives” (Participant 1: Interview). 
 
Katy also made good friends at the camp, saying she could finally see who her real 
friends were:“Dit het gemaak dat ek sien wie my regte vriende eintlik is”(Participant 3: 
Interview). When asked, Reo said he made many new friends at the camp, “a lot of 
friends, we even communicate every day today still... I met friends, their families are 
friends with me also,” Reo regarded the brother and parents of one of these friends as his 
own family, “So me and him we have that connection and till this day we still 
communicate and ja. Without the JC [Jolcamp] I would have never met them in a way. 
They are awesome people. Oom X, Tannie Y, they are family they are family”. He said 
that he kept in contact with the other participants in his group: “I communicate with the 
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people most of the time. Especially the kids I had in my groups” (Participant 4: 
Interview). 
 
(b) Acceptance and appreciation from others 
 
During the focus group discussions, the children were asked how one should cope with  
as everybody had their own struggles. Three participants replied that one should simply 
be oneself; one said that one should not be shy, and another stated that one should believe 
in oneself (Focus group discussion). 
 
In the essays the participants also expressed feelings of acceptance and belonging. John 
wrote that the camp taught him how to accept himself (Participant 2: Essay), while Katy 
wrote, “People of the camp makes me feel like I belong, welcomed” and “Knowing that 
there are people that loves you and wants what's the best for you... makes you feel 
appreciated” (Participant 3: Essay). Bianca loved the new person she had become, which 
showed self-acceptance: “I love the new me and the positive image” (Participant 5: 
Essay). Susan wrote that she had the opportunity to: "…speak to someone…without 
judging you…" (Participant 7: Essay). 
 
During the interviews participants confirmed these feelings of belonging and acceptance. 
Steven was asked if he could pinpoint one thing he had taken from the camp. He 
responded, “Like the people on Jolcamp accepted me who I am, since the day I walked 
onto that camp and they’ve never been ashamed of saying I’m R’s friend and the love you 
give to other people, that’s, yes, like never be ashamed of who you are, because people 
will like you for who you are and I, that you, should never be ashamed of who you are. 
That’s what I mostly got”(Participant 1: Interview). During her interview, Katy said she 
experienced feeling welcomed feeling,“… hulle maak dat ‘n mens welkom en alles voel”. 
When asked how she felt the first time she went to the camp, she replied that she was 
very happy and felt as though she belonged, “Ek was baie gelukkig. Ek het net gevoel 
oooohhh, hierdie is my plek” (Participant 3: Interview).  
 
Katy was also asked if the camp was worthwhile, to which she replied that it made her 
think positively and it showed there were people who cared, that one should not feel 
alone: “… dit maak dat ‘n mens positief dink en om te wys daar is mense wat omgee vir 
116 
 
jou. Moenie dink jys alleen nie, want daar is mense wat omgee vir jou, want die Jolkamp 
se mense maak dat jy so voel” (Participant 3: Interview). 
 
When was asked how the camp had affected his life, Reo answered: “Just to say, just 
like, that pain, I feel your pain and my pain, I know there is someone else that feel my 
pain and I know that I’m not alone in this struggle. The Jolcamp gave me that knowledge 
during those years and about that situation, that life situation I had with my family of 
losing a member”(Participant 4: Interview).  
 
Asked to describe the camp in one word, Reo responded, “Love” (Participant 4: 
Interview), while Bianca said, “Trust.” She also stated that she felt she filled the place of 
a sibling for those children without brothers or sisters: “Meeste van die kinders het nie 
broers of susters nie so ek het like in daai plek vir hulle geval”. When Bianca was asked 
what she would say to a mini-me version of herself in the same situation, she responded 
she would tell her to trust and to believe. “Trust en jy moet believe...: Trust dat daar is 
mense wat lief is vir jou en believe dat daar iemand is wat vir jou meer kan gee as jy net 
uitroep na Hom.” (Trust that there will be people that love you and that there will be 
somebody that can give you more if you just call out to Him [showed index finger up in 
the air – referring to God]) (Participant 5: Interview). 
 
Mary was asked the same question, that is, if she had a mini-me standing in front of her, 
what she would tell her? She replied, “Just be yourself en elke ding in die lewe is daar 
tyd vir dit, is daar tyd vir dit so as jy iets as jy laat val in die lewe weet daar is ‘n tyd om 
op te staan en moet nie dink wat sê ander mense van jou nie.  Doen jou dinge en dit sal 
alles wel reg wees” (Participant 6: Interview). She said that she woulf tell the mini-me 
that one should just be yourself in life, that there is time for everything and if you fall 
down, know there is a time to stand up. She also said that one should not think about 
what other people might say about you, just do your thing and everything will be fine. 
She was also asked if she had found it difficult, since her home language was Tswana 
and the camp was mainly conducted in Afrikaans. She answered that it was never hard 
for her, and responded with a “Yes” when asked if the organisers did a lot to make her 
feel welcome (Participant 6: Interview). 
 
(c) Pro-sociality and improved conduct 
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Improved conduct led to pro-sociality and thus these two constructs will be discussed 
under one theme. The children from the focus group confirmed this behaviour when they 
were asked what happened when they returned to school from the Jolcamp. One boy said 
he used to hurt other children, but he had stopped. Another boy said he used to use foul 
language, while one of the girls stated that she wasn’t always friendly, but behaved better 
with others after the camp. 
 
The essays supported this, with John writing, “Getting your behaviour right in terms of 
gratitude...” (Participant 2: Essay). Katy wrote this about her Jolcamp experience: “The 
way I speak to others, my attitude towards them totally changed,” and, “You would love 
more and want to give more”.(Participant 3: Essay). Bianca also experienced pro-
socialisation, expressing this when she wrote, “It helped me a lot in loving children and 
people” (Participant 5: Essay). 
 
The experiences of pro-social behaviour also became evident during the interviews. 
Steven said: “The help you give to them you want to give to the others. You want to 
mould their futures in a way... The thing you felt on the camp, it makes you feel like you 
have to be nice” (Participant 1: Interview). Later he was asked if the camp had an impact 
on the way he would do things afterwards. He replied: “Yes, JC [Jolcamp] is always 
there. When I felt like I did something bad or I made, usually I would not have felt regret 
or remorse for that person that I made sad, whose feelings I’ve hurt. But after that it 
would hurt my feelings, because I was a person then. So, it kind of, you grow 
emotionally. So that emotional state stays in your heart” (Participant 1: Interview). 
When he was asked how the camp affected his relationships with his family, he said they 
fought less, “I would say after Jolcamp we did fought a lot less”(Participant 1: 
Interview).  
Steven was also asked how he would react differently when he was on this emotional 
high from the camp. He said “I would do something not because somebody asks me to, I 
would just do it, like even when you just walk past somebody that you know in South 
Africa, there is a lot of bad news and so on. Then you would just when you have 
something you can give, even if it’s just a one rand or so on then you give it. You do stuff 
freely for other people.” Steven admitted that he bullied other children (verbally) and 
that he had also been bullied, so he was asked what effect the camp had on this issue. He 
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stated, “... at Jolcamp they tried to explain certain stuff, like lessons and so on, so I’ve 
learned that the bully is usually the one that has been bullied before and the while being 
the bully, I remembered that and then I tried stopping. I did my best to stop bullying 
other people” (Participant 1: Interview). 
 
John was also drawn to more pro-social behaviour after the camp when he confessed that 
he wanted to be a good husband to his wife one day, and to be involved with the camp. 
He wanted to be supportive of those he referred to as the lost and senseless: “Ek wil .n 
goeie man wees vir my vrou. Ek wil eintlik betrokke raak met die goeters wat hulle doen. 
Daar te wees vir die wat verlore, nie verlore nie, maar die wat nie ’n sense” (Participant 
2: Interview). 
 
Katy said that she smoked hubbly and wanted to stop. When asked why, she replied that 
God saw her, that what she was doing was wrong and she should stop: “Die Here sien 
wat ek doen, dit is verkeerd, ek moet dit nie doen nie. Toe hou ek op”. She also 
experienced more compassion for others after the camp: “Altyd as ek van die Jolkamp 
afgekom het en is by die skool, dan, partykere dan as ’n ander meisiekind iemand terg en 
daai meisiekind is ’n meisiekind wat nie baie kan praat nie. Dit voel vir my dit is 
verkeerd en hoekom doen sy dit, dan, ek wil opstaan vir daai kind, maar dan dink ek vir 
myself, netnou kom die kind na my kant toe. Wat gaan ek dan nou maak as sy na my kant 
toe kom en dan wil sy my slaan.” (Sometimes when one girl teases another girl, she felt it 
was wrong and questioned the act. She then wanted to stand up for the bullied girl, but 
did not want to get in a fight where she might get hurt) (Participant 3: Interview). 
 
Reo showed improved conduct, saying, “I learned to respect girls and to respect women. 
Those are the two things I was lacking of when I joined the Jolcamp.” He also exhibited 
pro-sociality, “...because after the grade seven camp I remember I started to treat people 
better.” At first Reo said that he always wanted his own way, “I think I always had that 
thing in my mind, that I want to do things my way.” . That changed, and he began taking 
advice from others in his group: “You have to always take opinion from others even 
though you are a leader every day. That small one can give you a bigger advice that you 
had”(Participant 4: Interview). 
Brittney showed pro-social behaviour , saying that she would observe others and help 
them if needed,“... ek gaan sien hoe gaan dit gaan met ander kinders as dit nie lekker 
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gaan ek probeer om hulle te help” (Participant 5: Interview). Mary also said she learned 
to help other people, “Ek het geleer om… om ander mense te help” (Participant 6: 
Interview). 
 
(d) Family responsibility and pride (acted also as motivation to education) 
 
Many of the young people expressed feelings of responsibility for their families, which 
acted as a motivation to study hard so that they would be in a position to help family 
members. They also wanted their family to be proud of them, which affected their 
education. 
 
Steven wanted to make his parents proud, saying, “I’m also motivated by my family and 
how proud they are of me. From my mother’s side I’m the first person to go to university, 
so that’s a big thing, ’cause everybody is, like, you are the first one in our family so that 
makes me proud so I just want to do better” (Participant 1: Interview). 
 
John did not want to continue his studies as he did not believe it would help him to look 
after his family: “Dit sou my nie gehelp het om agter my ouers, my familie te kyk nie” 
(Participant 2: Interview). Katy felt the same sense of responsibility, saying that she only 
needed to study hard so that she could help her family someday, and perhaps her brother 
could live with her: “Dan kan ek my ma’le help, ek kan vir hom help. Hy kan saam met 
my kom bly” (Participant 3: Interview). 
Mary became emotional when she referred to the responsibility she felt towards her 
mother. She believed her mother laboured as a domestic worker solely for her daughter’s 
benefit, and that she was old and tired. Mary said she wanted to complete her studies, get 
an internship and begin helping her mother: “Ek weet eendag as ek skool klaar maak 
gaan ek die omstandighede by die huis verskil maak. Want ek wil skoon maak … skool 
klaar maak en daai internship kry en dan kan ek graduate en werk vir my soek want ek 
wil … my ma is nou oud.  Sy werk as ’n domestic worker en kan sê dit straf haar bietjie 
want …. hy… hy het eendag vir my gesê … hy het eendag, Mary, toe sê hy vir my toe sê 
ek mamma hoe gaan dit? Toe sê ek dit gaan goed en met jou ek is so moeg. Ek kan nie 
wag totdat jy skool klaar maak en dit het my hartseer gemaak want sy werk nou vir my en 
ek moet net klaar maak en iets doen vir haar sodat sy by die huis kan sit” (Participant 6: 
Interview). She said that she asked her mother one day how she is doing and her mother 
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replied that it is going good, but that she is si tired and that she cannot wait for Mary to 
finish school. It made Mary sad, because she realised that her mother is only working 
now to keep her in school.  
 
(e) Experiences of control and empowerment 
 
The Jolcamp also provided opportunities for the campers to experience being in control 
and empowered, which the following extracts made evident.  
 
When Steven was asked what the senior Jolcamp was like, he said they had more 
freedom, but with additional rights came responsibility:“They expect you to, like, you 
don’t need a babysitter. You are big you have to do what is still... you know the 
consequences for not doing that” (Participant 1: Interview). Although a student, he 
worked as a staff member on the 2018 camp and had the following experience: “This 
year I experienced it way differently than before, because now I was at the back of the 
scenes, what’s happening, like how are we going to get the food for the camp? How are 
we going to finance the camp? What do we do with the children? Thinking of ways to 
keep them busy. You kind of learn more when you are behind the scenes” (Participant 1: 
Interview). 
 
When Reo was asked what he learned as a camp leader, he referred to the raft that his 
group built: “... it was such a great feeling to see that, because the other groups, a few 
people went down and to think my group didn’t go down due to what. There was a team 
build, a unit to the younger ones gave me opinions and advice to ja.” He was proud of 
his teams’ efforts (Participant 4: Interview). 
 
Bianca answered that her best memory from the camp was the respect she received from 
the children in her group. They told her they wanted to become a leader and when she 
asked them why, they replied that they wanted to be like her: “...ek het meer respek gekry 
van kinders af. Ek het nooit geweet kinders kan op ’n klein kind ook op kyk nie. So dit het 
my baie getouch want meeste van die kinders het gese ek wil soos jy uitdraai ek wil soos 
jy dit doen ek wil ook ’n leier wees, toe sê ek dit is nie baie maklik nie, maar jy kan as jy 
probeer en hoekom wil julle dit nou doen. Toe sê hulle vir my dit is omdat jy dit doen. 
Omdat daai so well-known is, ek is like almal sê mense almal ken my toe sê hulle hulle 
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wil ook so well-known wees toe wees by die kamp toe sê ek go for it.” (She did not expect 
young children to look up to another young person like her (Participant 5: Interview). 
 
Mary said she felt emotional when she had to say goodbye to the children in her group. 
She felt as though she had made a difference in their lives and that was great, because 
other people from the camp had made a difference in her own life. One girl, a single-
parent orphan, had introduced Mary toher father, telling him she loved Mary very much 
and that she had made a difference in her life. “Dit is  __  pappa, ek is baie lief vir haar. 
Sy het ’n verskil in my lewe gemaak.  Toe dit … toe maak dit my hartseer want om verskil 
in ander mense te maak is baie great want hulle dis mense in die JC [Jolcamp] wat ook 
my lewe ‘n verskil gemaak het” (Participant 6: Interview). Mary also experienced control 
and empowerment when abseiling. At first she was afraid and even cried, but did it 
anyway: “...ek was bly ek dit gemaak het. Maar ek het gehuil”(Participant 6: Interview).  
 
(f) Development of belief system 
 
As the camp was organised by a Christian reformed church, it had a strong religious 
impact on the children. This affected their motivation, sense of belonging and feelings of 
being accepted by God, as well as creating a deeper relationship with God. This will 
become evident in the following discussions.  
 
Motivation through faith 
During his interview, Steven explained the source of his motivation: “It’s kind of 
religious. It comes from God, because He blessed me with talents other people don’t 
have or don’t use. He blessed me with the ability to learn, so I ... that’s where my 
motivation comes from.” He used his belief in God as motivation to study. Katy used her 
belief in God as motivation for good conduct, saying that the Lord saw what she did, and 
this prompted her to stop doing wrong (smoking a hubbly-bubbly without the consent of 
her parents): “...die Here sien wat ek doen, dit is verkeerd, ek moet dit nie doen nie. Toe 
hou ek op” (Participant 1: Interview).  
Bianca believed that her belief in God had a positive impact on her schoolwork as she 
trusted Him with whatever she could or wanted to do. She wrote, “It too has a positive 
impact on my schoolwork because I trust God that whatever I can do or want to do I 
grab the opportunity” (Participant 5: Interview). One child from the focus group believed 
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that she did better in her schoolwork, because God was with her (Focus group 
discussion). 
 
Belonging and acceptance from God as they are 
When Bianca was asked what the Lord gave when she asked, she said she received more 
quality, attention, love and peace: “Uhm Hy gee vir my meer kwaliteit uhm kwaliteit uhm 
hy gee my meer like meer aandag, liefde, vrede” (Participant 5: Interview). Katy wrote 
the camp would bring one closer to God: “Ook 'n kamp wat jou as mens nader aan God 
sal bring”(Participant 3: Essay). 
 
When the focus group was asked what life lessons they took from the camp, one child 
said she knew that God would always be with her, and another that he was attending 
church in order to learn more about God (focus group discussion). Katy wrote that she 
felt boosted by the Lord, “Ek het myself baie aan God gebou as gevolg van die 
Jolkamp,” and that she could learn something about the Lord and make herself stronger 
as a result,“…ook 'n kamp wat jou as mens nader aan God sal bring” (Participant 3: 
Interview). Bianca wrote, “I always pray to God and ask for guidance to walk with me as 
a problem comes up” (Participant 5: Interview). 
 
During his interview, Steven stated, “...so I realise that sometimes when I just walk and 
when I’m thinking. I don’t think about myself, it feels like I’m having a conversation with 
God when I am alone” (Participant 1: Interview). Katy was asked what valuable lessons 
she learnt on the camp. She said that whatever one did, if one wanted to take God’s way, 
one could go to Him and the Lord would always bring one in, no matter how dirty one 
was: “...al hoe vuil is jy, die Here sal jou nog altyd inbring. Al het jy gerook, sins gedoen, 
jy’t [inaudible], as jy voel jy wil die regte pad vat en jy wil na die Here toe gaan, kan jy 
dit nogsteeds doen” (Participant 3: Interview). 
 
Relationship with God developed 
In his essay, Steven wrote that he became a leader to show His love to others: “As 'n leier 
wat aan ander Sy liefde moes wys” (Participant 1: Essay), while John wrote the camp 
helped him in the following way: “… building a true and loving relationship between 
you and God” (Participant 2: Essay). 
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When asked what effect the camp had on his spiritual life, John replied: “… it moulded 
me ... I can now speak to God, I can pray, that’s what it did to me and my Spiritual life. I 
can speak to God”(Participant 2: Interview). Reo supported these sentiments, saying, “I 
really grew a lot in my spiritual life, due to the Jolcamp... I got my first Bible at the 
Jolcamp. To be advised, with such a great book with people with that positive mind there. 
You could see like, people like with that advice they gave you, before you read the book, 
they will tell you like, you know what it’s not easy to be a Christian and it’s not nice to be 
a Christian. You have challenges; you have things that are coming your way that you 
have to deal with” (Participant 4: Interview). 
Asked what impact the camp had on her life so far, Brittney replied that at the camp one 
was able to spend time with the Lord and she took advantage of this at every camp: “As 
jy moet tyd spandeer met die Here, tyd wat jy nooit kon doen nie, tyd wat jy nooit kon 
kry, daar sal jy dit kry by die Jolkamp, ja, en ek het my tyd spandeer met die Here en so 
en vandat ek daar van af kom en elke selle kamp.” She also began Bible study at school 
and at church, so she could not say if the camp had an impact in this regard, because it 
had become a normal part of her life: “Ek het beginne net besig raak met, uhm, die 
Bybelstudies by die skool en by die kerk so ek kan nie eintlik sê dit het geaffect nie want 
van ek toe het ek besig geraak met die Bybelstudies was alles net normaal” (Participant 
5: Interview). 
Mary said that she could apply what she learned at the camp. She read the Bible every 
evening before she went to bed, and she prayed. Her faith had deepened. “Ek kan dit 
toepas. Ek kon elke aand voor ek slaap iets gelees en uit die Bybel uit en bid.  Dan slaap 
ek… geloof net dieper gemaak” (Participant 6: Interview). 
 
5.3.3 Psychological theme 
 
The psychological theme was addressed in the study lastly. This included the 
psychological risks the learners faced as well as the factors they were exposed to that 
enhanced their levels of resilience. 
 
5.3.3.1 Risks 
 
124 
 
The educational and social development risks experienced are interrelated, and also affect 
the psychological dimension as certain secondary risks can develop from the initial 
experiences. Risks affecting the psychological development of children include 
depression and anxiety, attention-seeking and low self-esteem. 
 
(a) Depression and anxiety 
 
As a result of parental stress and their social situations, participants experienced 
depression and anxiety. Parents’ rejection and lack of acceptance also led to feelings of 
depression and heightened anxiety levels. 
 
When parents became depressed, experienced anxiety or high levels of stress, the family 
suffered as a result thereof. As previously stated, Katy experienced distress in her family 
unit, because of the alcohol abuse of her parents. Her parents said they used alcohol 
because it helped them to cope with their stress. This ultimately led to domestic violence 
and resulted in anxiety for Katy. Feelings of depression also surfaced because of this. 
“Miskien gaan dit maak dat ek vergeet van alles... hoekom maak julle nie dat ek welkom 
voel, dat julle my gemis nie... Partykeer voel dit vir my, gaan dit nie beter as ek miskien 
seer kry of iets dan beland ek in die hospitaal” (Participant 3: Interview). 
 
The need to make their parents proud also caused anxiety in the learners as they wanted 
to be accepted by their parents. Steven experienced depression when he and his father 
argued over which subjects Steven should take for a specific degree: “... and I went into a 
low, because my father actually bullied me into a direction  I didn’t want to go in” 
(Participant 1: Interview). Katy also tried to make her parents proud, saying, “Ek wil my 
ma hulle ook proud maak en hulle wys ek probeer hard en goete, maar partykeer, drift 
hulle my by daai stage dat ek voel ek moet rook” (She stated that other than making her 
parents proud, she also want to try hard, but sometimes they force her to a stage where 
she feels she need to smoke) (Participant 3: Interview). 
 
When interviewed, John also said that he became very depressed during his final year of 
school (Participant 1: Interview). Bianca referred to all the pain she experienced growing 
up without a father, particularly emotional pain when she was alone: “... as ek so alleen is 
en ek dink aan al die pyn en seer wat ek dra gehad het vandat ek ‘n baba gewees het. Dit 
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het veral as ek so alleen sit en dink” (Participant 5: Interview). 
 
(b)  Need for attention 
 
During the qualitative data collection process, it emerged that the participants had a need 
for attention and did certain things –thought of doing things – that would attract the 
required attention. Learners succumbed to peer pressure for attention, and also needed 
this from their parents. 
 
The behaviour of Steven and Reo were addressed under negative peer influences as 
social risk, but these negative behaviours were also related to attention-seeking and the 
need to be acknowledged and seen by others. Steven stated that he wanted to be part of 
the “in crowd”(Participant 1: Interview), while Reo said that nobody at home cared about 
what the children did: “So at home there’s nothing like disgrace, cause you only live for 
yourself... People don’t care about you” (Participant 4: Interview). 
 
Katy stated that she sometimes thought it would be better if she was hospitalised so that 
her father would realise his wrongdoings and that he could lose her if he did not try 
harder: “Partykeer voel dit vir my, gaan dit nie beter as ek miskien seer kry of iets dan 
beland ek in die hospitaal dan realise my pa miskien goeters, die goed wat hy verkeerd 
doen. Hy kan vir my verloor as hy nie probeer om dit beter te doen nie.” She also 
thought of using negative means of releasing her anger, like smoking and drinking: 
“...maar partykeer, drift hulle my by daai stage dat ek voel ek moet rook, ek dink ek moet 
drink...as ek kwater word” (Participant 3: Interview). 
 
John also experienced the need for attention and he became quite anxious when he 
thought he would lose out to a new arrival at the camp:“...you know that insecurity, you 
won’t get exposure as you get at the camp. I just felt insecure. I thought he was going to 
take away that” (Participant 2: Interview). 
 
(c) Poor self-image/self-acceptance 
 
When the participants confirmed that they felt better about themselves after the camp, 
that they could be themselves, it decreased the risk they experienced of a poor self-
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image.  
 
Self-acceptance, or the lack thereof, emerged as a subtheme during the interviews. The 
learners reported struggling to be themselves. This was confirmed by all in the focus 
group who said they felt better about themselves after the camp (Focus group 
discussion). In his essay, John wrote that the camp helped him to accept himself, while 
Reo wrote that the camp would help one to find oneself (Participant 4: Essay). Bianca 
wrote that she “loves the new me,” which showed that, at one stage, she did not love 
herself (Participant 5: Essay). 
 
5.3.3.2 Resilience 
 
The enhancement of resilience can contribute to the positive psychological development 
of children. The camp assisted with this by creating a safe space where emotions could 
be expressed, promoting self acceptance and identity formation.  
 
(a) Allowing a safe, supportive environment for emotional outlet  
 
Steven described being on an “emotional high” for a period after the Jolcamp, and also 
the validation he received for expressing emotions that he had held back for so long: 
“...this whole time you had to hide your feelings and so on and so on, and like during the 
year at school you hide your feelings, your emotions the whole time and so on and when 
you finally get at Jolcamp, because I can say you witnessed one year when it was like 
that. When the people became emotional and so on and it’s like on the Jolcamp you can 
finally have, I can say a good cry or so, because then it’s all the pain you release and all 
the bad you’ve done, because we usually did this thing where you write all your stuff that 
you did wrong or what other people are doing wrong against you and when you burn it, 
it feels like something you are releasing and then your heart isn’t as heavy as it was and 
then you can relate  to people after. That’s the emotional high. Then you are happy and 
you are less gloom.” He also said, “Jolcamp actually makes you want to talk” 
(Participant 1: Interview). 
Steven was referring to an activity where the campers wrote their problems down before 
throwing the paper into a fire, or placing it on a cross (Participant 1: Interview). This 
process had an emotional impact on many of the participants. When the focus group was 
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asked what activity or aspect of the camp stood out for them, two children referred to this 
activity and placing their papers on the cross (Focus group discussion).  
 
In his essay, John wrote that he attended the camp, “to clear my mind and motivate 
myself”(Participant 2: Essay). Susan concurred, saying, “…sit around the fire with other 
campers and talk about your day and the challenges you had to face as a team and as 
one individual... … most emotional days… letting go of all the feels and emotions you got 
locked inside… write all of them on a paper and throw them in the fire”. She had also felt 
the impact of writing down her problems and throwing the paper into the fire (Participant 
7: Essay). 
 
When interviewed, Reo said, “I used to hold things back inside. It ate me a lot” 
(Participant 4: Interview). Bianca said that she used to keep things to herself, but the 
Jolcamp helped her realise that bottling things up could result in suicide: “Ek het nie 
sommer mense maklik getrust nie. Ek was nie oop met almal nie ek het altyd goed vir 
myself gehou maar like ek het vandat ek van die Jolkamp afgekom het ek opgelet dat as jy 
goete vir jouself hou dis hoe dit meer pak en dan gaan dit nou wees na na suicide toe 
gaan en ek soek nie dit nie” (Participant 5: Interview). 
 
Mary also valued this activity, held around the camp fire, designed to assist the campers 
to let things go, saying,“...die ding is by die JC [Jolcamp]...dit was ’n tyd waar ons in die 
vuur gaan sit en skryf wat jy wil, en skryf  wat jy nie wil nie, en toe gooi ons dit in die 
vuur in.  Dit het my hartseer gemaak as ek, as ek dit van dink. En toe sê ek vir myself 
weet jy wat:  Die is die lewe en ek kan nie sê ek wil my lewe so maak nie. Ek moet hard 
werk. En ja.” It made her sad to think about the situation she and her family were in, but 
around that camp fire she decided that it was her life and that she could say how she 
wanted it to be – she just needed to work hard (Participant 6: Interview).  
 
(b) Creating an environment of acceptance  
 
During the focus group discussion, the children were asked how one should cope with 
others as everybody had their own struggles. Three participants replied that you should 
just be yourself; one said that you should not be shy; and the other stated that you should 
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believe in yourself (Focus group discussion). These responses reflected the childrens’ 
self-acceptance. 
 
In the essays the participants also expressed feelings of self-acceptance. Bianca wrote 
that she loved the new person she had become, demonstrating self-acceptance: “I love 
the new me and the positive image” (Participant 5: Essay).  
 
When Katy was asked what made the camp worthwhile, she replied that it had helped her 
to think positively, showed her that there were people who cared, and that one should not 
feel alone: “Dit maak dat ’n mens positief dink en om te wys daar is mense wat omgee vir 
jou. Moenie dink jys alleen nie, want daar is mense wat omgee vir jou, want die jolkamp 
se mense maak dat jy so voel” (Participant 3: Interview). 
 
When asked to describe the camp in one word, Reo responded, “Love” (Participant 4: 
Interview),  while Bianca said, “Trust.” She added that she felt she filled the place of a 
sibling for children without a brother or sister: “Meeste van die kinders het nie broers of 
susters nie so ek het like in daai plek vir hulle geval”(Participant 5: Interview).  
 
When asked what she would tell a little mini me, standing in front of her and in the exact 
same situation, Mary said, “Just be yourself en elke ding in die lewe is daar tyd vir dit, is 
daar tyd vir dit so as jy iets as jy laat val in die lewe weet daar is ‘n tyd om op te staan en 
moet nie dink wat sê ander mense van jou nie.  Doen jou dinge en dit sal alles wel reg 
wees” (Participant 6: Interview).  
 
(c) Assisted in identity formation 
 
The theme of identity formation also emerged from the older participants during the 
interview and in their essays. Steven stated that the camp helped him to figure out what 
he wanted to do: “So after Jolcamp I just decided what I wanted to do, because that is 
what make me happy, like my Grade 10 Jolcamp I decided I’m going to leave maths and 
physical science, because I would rather want to become a teacher and enjoy my years 
left in high school, than suffering through it. I’m a very arty type of person then I left 
physical science for visual art, so I did that for myself” (Participant 1: Interview). 
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Referring to the camp, John said,“They actually gave me a perception of what I want to 
be in future…”(Participant 2: Interview).  Reo stated, “The Jolcamp really, really helped 
me to grow up.” When Reo was asked how the camp affected his school life, he replied: 
“So the Jolcamp affected my life to the point where you know what, you have to make a 
turn around and make something out of your life and till today like, I’m still, I’m not 
perfect yet and I’m sure I won’t be perfect, but I’m still turning the circle around” 
(Participant 6: Interview). 
Mary supported this sentiment when she replied to the question as to what she enjoyed 
most about the camp, saying she knew and had discovered her inner self.. She added the 
camp helped one realise who one was and what life was about:“Die lekkerste van die 
Jolcamp is dat jy het jou inner geweet het dat jy jouself kon vind. Wie is jy.  Wat die lewe 
is...” (Participant 6: Interview). 
The essays supported this revelation of identity. Steven wrote that he found his passion 
for people, which led him to teaching as a profession: “My passie vir mense op die kamp 
ontdek en dit het my gestreef na onderwys toe”(Participant 1: Essay). Reo wrote, “The 
Jolcamp is to help children figure out themselves” (Participant 4: Essay). On the topic of 
the camp, Susan wrote, “…got to build my character... the point of the camp is to bring 
out the best in you”( Participant 7: Essay). 
 
5.4 CONCLUSION 
It cannot be stressed enough that the themes and subthemes are interrelated. For example, 
religion is a social construct, but it had an impact on the educational, social and 
psychological development as it provided motivation for improved academic 
performance, conduct and pro-social behaviour. The biggest impact of the camp could be 
found in the social area with the following resilience factors: meaningful relationships 
were formed; acceptance and appreciation were experienced; pro-social behaviours and 
conduct were impoved; there was increased family responsibility and pride; feelings of 
control and empowerment were experienced; and a belief system was developed. The 
risks that emerged in the study can be regarded as relevant to all three areas – 
educational, social and psychological – as it had an impact on all three domains. 
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CHAPTER 6 
INTEGRATION OF QUANTITATIVE AND QUALITATIVE FINDINGS 
6.1 INTRODUCTION 
An indication of the data analysis process and emerging themes were provided in 
Chapters 4 and 5. The purpose of Chapter 6 is to integrate the quantitative and qualitative 
findings and interpret these findings. The literature review from Chapter 2 is linked to the 
themes, and additional literature consulted where needed. The findings are interpreted by 
integrating the theoretical framework underpinning this study. My critical voice as the 
researcher is also included. In Chapter 5 the researcher created themes and subthemes 
within the different developmental spheres of children. In Chapter 6 these subthemes will 
be combined in order to reflect the interrelatedness thereof and create an understanding 
of the total impact of the PSS camp. The risk and resilience factors for educational, social 
and psychological development are combined in order to provide a holistic view of the 
themes. 
6.2 RISKS TO EDUCATIONAL AND PSYCHOSOCIAL DEVELOPMENT OF 
VULNERABLE CHILDREN AND HOW THE CAMP ADDRESSED THESE 
IDENTIFIED RISKS 
The first theme, risks to development, is discussed under nine subthemes: risks of 
poverty (including hunger and overcrowding); unsupportive caregiving/parenting; 
negative peer influences; broken families; unsupportive physical environments; not 
having positive role models; negative exposure to abuse; psychological barriers; and poor 
self-image/self-acceptance. These risks are discussed with regards to the educational, 
social and psychological development of children. The impact of the camp on each 
specific risk is discussed. A summary of all the identified risks will be provided at the 
end of the section on the risks.   
6.2.1 Risks of poverty on child development 
Poverty affects the development of a child negatively and not only includes the lack of 
finances as a risk, but also risks like hunger and overcrowding. According to the 
quantitative data, the most critical risk experienced was poverty, with 56.9% of learners 
stating that poverty was often to very prevalent. This data is also reflected in the 
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qualitative findings where learners experienced poverty as a social barrier to learning. 
These statistics reflects those of Stats SA, which found South Africans living below the 
line of poverty amounts to 55.5% (2017a). Perry et al. (2018) found that poverty does not 
only act as an external barrier to learning, but is also an internal barrier as it influences 
early academic abilities and negatively affects executive functions (including planning 
impulse, emotional control and attention). This is supported by the findings in the 
quantitative data where the participants found that internalising difficulties (emotional 
problems and peer difficulties), as well as the external difficulties (hyperactivity/attention 
& conduct), were somewhat true of them. 
Living in neighbourhoods where unemployment is high not only increases the risk of 
exposure to violence and crime, but also decreases the effectiveness of social support. 
The third-largest critical risk reported in the quantitative study was hunger, with 47,5% 
of the learners experiencing this. This finding was anticipated by Patel et al. (2017), who 
concluded that 40% of children would experience hunger daily. The intellectual capacity, 
health and optimal physical development are all influenced by malnutrition (Prado & 
Dewey, 2014). The focus of children is also affected as they use their mental reserves on 
insufficient resources, focussing on food and not on their schoolwork (Shah, 
Mullainathan & Shafir, 2012). 
In the biographical details gathered during the quantitative study, 58.3% of the learners 
confirmed that they received food through their school’s nutrition programme. The 
learners in the qualitative research did not refer to poverty directly, but rather to the 
effects thereof, like overcrowding, insufficient funds to take part in such activities as the 
matric farewell, hunger and insufficient career guidance.  
During the interviews in the qualitative study, it was found that one of the learners 
worried about where they would find food as a result of insufficient funds. Another 
learner confirmed that the organisers of the camp would often send food parcels to her 
family. Two learners also said that they enjoyed the food they received at the camp as 
well as the quantity thereof. In the focus group discussion, the learners said that they also 
enjoyed the abundance of food.  
6.2.1.1 Risk of poverty on educational development 
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The effect of poverty on the educational development of the learners is interrelated with 
their psychosocial development. Learners had to do homework in small spaces and did 
not receive the necessary career guidance in order to assist them with their future 
employment. The concentration of the learners was also affected as they were distracted 
by the financial situation in their homes and the results thereof. Where children were 
hungry, the worries about the availability of food affected their ability to pay attention in 
the classrooms. The social setting in which they lived also affected hyperactivity and 
inattention, with the learners reporting an effect on their schoolwork as a result of the 
circumstances at home. Extra pressure was placed on them to succeed in their studies, as 
they felt they had to help the other children or their parents at home in order to ease the 
financial strain.   
6.2.1.2 Risk of poverty on social development 
The social development of the learners was also affected by the risk of poverty. As the 
learners were increasingly surrounded by unemployed individuals in communities which 
reflected a disintegrated social and value system, the risk for exposure to violence and 
crime increased. The risk of abuse, or exposure to this, was higher, with children in poor 
communities often left unattended and unsupervised. The overcrowded and small 
households often forced the children outside, where they were exposed to substance 
abuse, gangsterism, violence and crime. 
6.2.1.3 Risk of poverty on psychological development 
Learners that did not have the same opportunities as more privileged children became 
discouraged about their futures. Where the learners had to face difficulties at home, their 
anxiety and depression were much more prevalent. As a result of poverty, learners also 
developed a lack of self-confidence and a low self-image. They also felt excluded and 
alone, without adequate support. 
6.2.1.4 Impact of the camp on the risks of poverty 
The camp provided the learners with some basic necessities. Most of the camps provided 
the learners with toiletry bags at the end of the camp and, where needed, the learners also 
received clothing. The learners were provided with bedding for the camp and slept on 
decent beds, and washed in private showers or baths with warm water. The learners also 
received treats during the camp.  
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On the camp the learners felt accepted for who they were no matter their social economic 
status. They saw other learners that were in the same position as themselves and with 
whom they could relate, which aided their social development. This lowered the impact 
poverty had on feelings of exclusion they experienced in schools and society.  
In the focus group discussion, the learners agreed that one should simply be oneself when 
attending the camp. During the interviews the learners also made various references to 
this concept. The acceptance of the people at the camp, no matter who one was, where 
one came from or what one did, proved to have  tremendous psychological impact on 
learners, with all participants in the qualitative study confirming experiences of 
acceptance. 
With the camp scheduled over a long weekend, the learners were not at school and thus 
did not receive food from the various nutrition programmes. The camp thus provided 
these children with the basic resource of food.   
The provision of food in sufficient quantities eliminated the concerns some learners 
usually faced daily. This left the learners free to have fun, playing, singing and taking 
part in various activities. Without being distracted by hunger, the learners could spend 
time forming new relationships and paying attention to the lessons on religion, personal 
and social wellbeing that were offered at the camp. The impact of food thus affected 
systems outside of the individual as well, because the mesosystem and microsystem were 
directly influenced by the availability of this basic necessity. In this new community they 
found themselves in, the attitudes of the participants were changed and this also impacted 
their macro- and exosystems.  
6.2.2 Risks of unsupportive parents and caregivers on child development 
The risk of poverty also affects the behaviour of children negatively and results in the 
formation of a negative culture, delinquent behaviour, psychological deficits and an 
increased susceptibility for ADHD. Some parents spent long hours away from home, 
travelling to work early in the morning and only returning in the evening, resulting in 
temporary child-headed households. In other cases, parents or caregivers experienced 
depression or anxiety as a result of the financial pressures they experienced andwhich 
affected them psychologically. Finally, poverty may result in unsupportive caretakers, 
with parents often being negative and inconsistent. The quantitative data showed 
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supportive parents were regarded as the most important resource for the learners. It is 
alarming that the quantitative data also showed that 20.3% of the learners regarded their 
parents as unsupportive. To bring this statistic into context, it means that out of a school 
with 1000 learners, 203 perceived their parents to be unsupportive. If the six primary 
schools that were part of this study had 1000 learners each, this statistic means that there 
were 1218 children without parental support in the Rustenburg area alone. Stats SA 
(2018) found that there were 19 579 000 children under the age of 18 in South Africa. If 
20.3% of these children perceived they had insufficient parental support, it would mean 
that 3 974 537 children did not regard their parents as being supportive.  
The effect of unsupportive caretakers, for whatever reason, is also associated with higher 
levels of ADHD (Deault, 2010). This was confirmed by Peris and Miklowitz (2015), who 
found that the interaction that takes place between parents and their children can be 
regarded as an environmental factor of a child and may result in a diagnosis of ADHD. 
Although it might not be intentional, poverty affects parental involvement in ways that 
may pose a risk to the educational development of their children.  
In the bio-ecological systems theory relationships with family fall into the microsystem 
and its interaction with the exosystem in the mesosystem. The exosystem and the 
macrosystem affect each other. Parents thus not only affect the microsystem of a child, 
but also the exo-, meso- and macrosystems. Therefore, unsupportive parenting has an 
enormous effect on a child, impacting attitudes and ideologies of a future generation.  
In the social ontogenesis theory, the culture of a family is also seen as impacting the 
development of a child. When a child experiences the negative culture of unsupportive 
parents, the impact thereof can be regarded as negative. The quantitative data found that 
Black and Brown learners associated themselves more with being proud of their ethnic 
background as well as enjoying the traditions of their community, which reflected the 
higher value these communies placed on ethnicity and culture. Culture is relayed through 
generations, which means that when one generation does not leave a legacy of a culture 
with positive and enjoyable traditions, this is reflected in the generations that follow. This 
is one of the areas where parents can have a positive impact.  
6.2.2.1 Risk of unsupportive parenting on educational development 
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Unsupportive parents affected the attention and hyperactivity of the learners negatively 
and led to barriers to learning. The children struggled to focus and to pay attention, which 
affected their schoolwork. Vulnerable children mostly live in vulnerable areas with few 
or no role models and no accountability and thus they are more prone to delinquent 
behaviour, which becomes a barrier to classroom learning.  
6.2.2.2 Risk of unsupportive parenting on social development 
Poverty is a direct social barrier to learning, but it can also have an indirect impact on the 
challenging behaviours some learners experience. During the interviews of the 
quantitative research, some learners referred to experiences they had of receiving 
insufficient care at home. These same learners confirmed experiences of alcohol use, 
smoking and delinquent behaviour. The two learners that did experience supervision at 
home (even if it was abusive, in some instances) tended to exhibit less delinquent 
behaviour. Unsupportive parents and caregivers may lead to deviant behaviour, which 
receives negative communications over time and results in feelings of inadequacy, guilt 
and a poor self-image. Unsupportive parenting opens up Pandora’s Box with regards to 
the safety of learners and allows them to be exposed to criminalities that could put them 
in harm’s way. 
6.2.2.3 Risk of unsupportive parenting on psychological development 
As stated above, feelings of guilt, inadequacy and a poor self image can be the results of 
unsupportive parenting. Children lose self-confidence if they cannot meet the basic 
criteria of various tasks in the learning environment, which affects their identity 
negatively and creates displays of challenging behaviour.  
6.2.2.4 Impact of the camp on the risks of unsupportive parenting/caregiving  
The camp reinforced the positive behaviour of the learners, providing them with 
opportunities to experience pro-social behaviour through their interaction with others. 
This enhanced their experiences of achievement which, in turn, aided positive identity 
formation. For the period they were at the camp, the learners were not exposed to 
unsupportive parents or caregivers. Instead, they were supported by caring leaders and 
organisers – responsible adults that reinforced their value and worth. The camp was 
successful in creating a community that resembled a family for the learners, particularly 
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for those who generally experienced the lack thereof as a result of an unsupportive 
culture of parenting and caregiving carried over for generations.  
The camp provided the opportunity of embracing a religion, which impacted positively 
on the learners. As many stated during their interviews, they felt guided by this new 
relationship with a higher power and what He (referring to God) wanted them to do and 
how to behave. This relationship also provided them with a new community where He is 
regarded as their Father (for many, filling the Father role). The focus group confirmed 
this, with some learners stating that they began attending church as a result of the camp 
in order to be part of this newly-found community, letting God guide them through their 
actions. They also stated that they showed more pro-social behaviour as a result thereof. 
The exposure to religion affected the attitudes and beliefs of the children and thus 
impacted their macro- and exosystems. In turn, this changed the interaction of the 
microsystem and the exosystem, which affected the interaction with the individual. 
Again, it can be seen that the influence of the camp had a ripple effect which impacted on 
all the concentric systems of the child. 
6.2.3 Risks of negative peer inluences 
The negative influence of a peer group can lead to the development of challenging 
behaviour which, in turn, becomes a barrier to the optimal development of learners. 
Challenging behaviour is a major problem which results in unsuccessful learning and the 
disempowerment of teachers (Landsberg, Kruger & Swart, 2011). Behaviour that 
hampers the learning and teaching process can become a barrier to learning. Referring 
back to the bio-ecological model of Bronfenbrenner, the person is situated in the middle 
of the other systems and challenging behaviour might thus be influenced by intrinsic or 
extrinsic factors (Landsberg et al., 2011). These factors are also usually interactive 
(Landsberg et al., 2011) . Some intrinsic factors are medical conditions, auditory and 
visual barriers, and psychological conditions (levels of intelligence, low self-esteem). 
Extrinsic factors include family factors (home environment, poverty and educational 
neglect), school factors (curriculum, school organisation, school personnel, bullying and 
victimisation) and community factors (values and morals, lack of positive role models). 
The approach teachers take and their readiness to teach in an inclusive environment 
(including learners with social barriers and challenging behaviour), can have an impact 
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on the self-esteem, self-belief and conduct of learners. Landsberg et al. (2011) found that 
attitude and behaviour of teachers and principals are important influences on the attitude 
and behaviour of the learners. They also stated that where there was a lack of warmth, an 
unsupportive atmosphere, discouragement, low expectations and little guidance towards a 
positive self-concept development, learners were inclined towards negative behaviour 
and an unwillingness to learn. With learners presenting negative behaviour and 
continuously receiving negative feedback, a vicious cycle of unappreciated teachers and 
learners gives rise to challenging behaviour from learners and an expectation thereof by 
teachers. This results in unsuccessful learning outcomes. 
An example of this is shown in Figure 6.1. 
 
Figure 6.1: Example of poverty as a risk to educational development 
6.2.3.1 Risk of negative peer influences on educational development 
During the interviews the participants confirmed that they experienced negative peer 
influences and resorted to negative behaviour, focussing on things other than school 
work. These learners did not do homework, did not concentrate in class, and did not 
study for tests. Disruptive behaviour in the classroom setting also emerged as a result of 
negative peer influences.  
6.2.3.2 Risk of negative peer influences on social development 
Poverty  
Deficient 
caretakers 
Inattention /  
hyperactivity 
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feedback  
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The learners resorted to the group norm, so where bullying existed in the group, 
individual learners began bullying. Some learners also had experience of underage 
drinking and smoking in their peer groups.  
6.2.3.3 Risk of negative peer influences on psychological development 
The negative displayed behaviour resulted in a negative discourse from teachers and 
parents, which affected the self-image of the learners. This behaviour also resulted in 
lowered academic performance which, in turn, had an effect on the self-image of 
learners. Feeling guilty for their conduct and poor performance affected their perception 
of being accepted, forcing a rift between them and their sense of belonging. An identity 
crisis emerged as the learners fought a constant internal battle with their conscience and 
realised that they were part of a group that was not accepted by the community. 
6.2.3.4 Impact of the camp on the risks of negative peer influences 
The camp had an enormous effect on the learners that attended it, especially if the 
learners attended more than one camps and had formed meaningful relationships with 
responsible adults there. The greatest impact of the camp could be seen in the classroom 
setting where the most significant difference could be observed in the 
hyperactivity/inattention of learners. The camp provided the learners with the motivation 
of their religion and also through the new communities they had formed. During the 
qualitative study various references were made to specific individuals who encouraged 
the learners to concentrate on their schoolwork, work more diligently and to behave 
better. The learners in the focus group discussion also stated that the continuous contact 
they had with their group leaders reminded them of the values they learned at the camp 
and kept them motivated.  
This PSS camp did not only have an impact on the psychosocial development of the 
learners, but indirectly on their educational development as well. The improved conduct 
reflected better academic averages, according to the participants of the quantitative study, 
and also better behaviour between peers. The learners stated that after the camp they 
decided to shift their focus and work harder at school. That focus improved was 
supported by the quantitative data analysis with the biggest improvement on the SDQ 
instrument reflecting the extrinsic component, which included conduct and 
attention/hyperactivity. The improvements had an impact on their self-image as well. 
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6.2.4 Risks of broken families  
The learners that participated in the study came from diverse family structures which – as 
became clear during the qualitative study – had an influence on them. A summary of the 
family structures of the children that took part in the quantitative study is shown in Table 
6.1. 
Table 6.1:  Family structures of participants 
FAMILY STRUCTURE 
Both   
Parents 
Father   
Only 
Mother   
Only 
Father & 
Stepmother 
Mother &  
Stepfather 
Grand-  
parents 
Grand- 
mother 
Grand-  
father 
House 
of   
safety 
Other   
caregivers 
46 3 23 6 22 4 5 0 4 7 
 
It can be seen that 46 out of the 120 learners that took part in phase one of the study (or 
38%) lived with both their parents at the time of completion of the biographical details 
form. Broken family structures increased the risk of other risk factors like poverty and 
negative behaviour. Love, peace of mind, care, acceptance, environmental security and 
parental protection are all needs that are insufficiently met when the family disintegrates 
(Landsberg et al., 2011).  
During the collection of the qualitative data, the participants reported that they 
experienced the effect of broken family structures in various ways, including being 
single-parent orphans, family tension causing distress, and rejection by parents. This 
seemed to preoccupy them and required a lot of their attention. Inattention could be the 
result of family pressures at home, such as the death of a parent or conflict as a result of 
alcoholism. One participant found that when he moved out of his family home he did 
better at school. Some participants were so preoccupied with their current situational 
challenges at home that they struggled to focus on the questions asked during the 
interview and repeatedly referred back to the problems, unable to move them to the 
background. If it was so hard to focus in a one-to-one setting, then focussing in a 
classroom with 40+ learners seemed impossible. The settings in which the learners lived 
(their microsystems) thus affected their mesosystems at school. 
The participants also experienced social risks as a result of their broken families. Single 
parents had to move in with relatives and this came with risks of overcrowding and an 
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unsupportive environment. Families lived in neighbourhoods with affordable 
accommodation, even when it meant being surrounded by violence and crime. 
Some participants felt neglected and not cared for, which resulted in feelings of low self-
esteem, thus the social risk became a psychological risk as well. Rejection was also 
experienced by a participant which led to self-blame with the participant questioning 
what she had done to deserve this. She yearned for attention from the parent that rejected 
her every time she saw other fathers with their daughters. Feeling distraught gave rise to 
a sense of inadequacy where the learner wondered if she was unworthy of being loved.  
6.2.4.1 Risk of broken families on educational development 
Learners from broken families focussed more on the difficulties the family experienced 
and less on their academic performance. They struggled to pay attention to their 
schoolwork, which affected their educational development. Their lack of confidence as a 
result of the difficulties they experienced in their families might have also affected their 
ability to freely take part in class activities and mix with their peers at school. 
6.2.4.2 Risk of broken families on social development 
The risk of broken families impacted the social setting of the learners. There was less 
supervision of the children in broken families, which resulted in increased delinquent 
behaviour and poor self-discipline. The learners were exposed to domestic violence, drug 
abuse and verbal abuse as a result of broken family structures. They found themselves 
living in risky areas, surrounded by violence and crime, which also put their lives at risk. 
Poverty emerged as a risk as a result of broken families and some learners sought to fill 
the void left by the death of their fathers. The learners also needed positive role models  
who could help them deal with the situations they were exposed to, and to gain the 
confidence to stand up for what they felt was right. 
6.2.4.3 Risk of broken families on psychological development 
Acceptance and belonging are found in safe familial environments. Where the family was 
broken, feelings of rejection, non-acceptance and a lack of self-confidence emerged. This 
increased the risk of anxiety and depression experienced by the learners. Family conflict 
caused internal conflict within the learners, which resulted in negative conduct and a low 
self-image. Broken families also affected the positive identity formation of the learners 
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who struggled to trust others and saw themselves as unworthy. The learners also 
experienced a great deal of pressure to bring some relief to their families, which reflected 
the importance of community as espoused by the social ontogenesis theory. 
6.2.4.4 The impact of the camp on the risks of broken families 
Many participants in the qualitative study referred to the people at the camp as having 
become family. Learners who experienced broken families at home were exposed to a 
family group at the camp which provided them with support and guidance. The camp 
also provided the opportunity for the learners to be part of a family in Christ, where they 
could join a community that worshipped together. These new connections filled a void 
for the learners and, instead of pondering their self-worth because of constant neglect and 
rejection, they felt appreciated and wanted. This had a positive effect on their 
concentration levels as they had less to worry about with regards to their self-worth, 
acceptance, appreciation and belonging. 
6.2.5 Risks resulting from unsupportive physical environments 
Another social risk with a holistic impact was unsupportive environments. This relates to 
the homes and the communities the participants found themselves in and which posed a 
risk to the development of learners, becoming a barrier to learning. 
In the quantitative data analysis of the RES-360, it was found that the largest difference 
was between the importance and availability of the resource of safe parks. Community 
centres were not regarded as important as safe parks, but they were also sparsely 
available. 
Overcrowding and small living spaces are a direct effect of poverty and the qualitative 
data found these had the biggest impact on the participants. Space at home was used to 
do homework, interact with other family members, development of identity, sleep and 
practicing skills (Solari & Mare, 2011). Inadequate space thus has a direct effect on the 
academic skill level of a child, which affects the child’s psychosocial development as a 
result. 
With inadequate space to practice skills, let alone learn new skills, these learners 
experienced a gap in assets they regarded as valuable. Space was also regarded as a 
valuable asset in educational development as children needed to develop their gross 
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motor skills through play. Kibbe et al. (2011) confirmed that reading, spelling, 
mathematics and composite scores showed improvement as a result of physically active 
lessons. Children also like to play outside and are thus impacted by the external 
environments of their houses. 
The quantitative data found that 20% of the test-takers regarded violence as a critical 
risk. Heissel et al. (2018), stated that academic skills and executive functions are affected 
by exposure to violence and crime and thus have an influence on the educational 
development of learners. 
In the quantitative data analysis, safe parks emerged as a critical resource with only 
47.4% of the learners exposed to safe parks or playing areas, although 88.2% of them 
regarded these as an important resource. Community centres were not ranked as highly in 
importance as safe parks, but their availability was also scarce, with 49.2% of the 
learners having access to them.  
Stats SA (2017) supported this finding, reporting that one in three households did not go 
to parks and one in five households did not let the children play unsupervised in the areas 
where they lived because of crime. This negatively impacted the ability of the children to 
laugh, learn, play and grow. 
6.2.5.1 Risk of unsupportive environments on educational development  
The impact of an unsupportive environment resulted in the inability of learners to move 
around freely. In small spaces, children could not do their homework optimally. Since the 
area they lived in was unsafe, they had to stay in groups when leaving the school. This 
made it difficult to arrange to stay behind to do homework or attend extra classes as it 
meant risking walking home alone. Teaching in the classroom was also disrupted by 
unruly behaviour and, because of the enormous need in these schools many learners were 
not supported by their educational environments. Community unrest and public transport 
delays also affected the schooling of learners. 
6.2.5.2 Risk of unsupportive environments on social development 
In negative social settings, learners were more prone to adopt the viewpoints of the 
community and resort to behaviours reflecting what they were surrounded with. As stated 
above, they found themselves in communities where the members would disrupt the day-
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to-day activities because of poor infrastructure, affecting (among other things) school 
attendance. The employment opportunities were low as these learners were surrounded 
by large numbers of unemployed people. 
6.2.5.3 Risk of unsupportive environments on psychological development 
The learners experiencing unsupportive environments had less focus and a lack of vision 
for their future. Their anxiety and depression levels were higher as a result of the 
environments they lived in. The learners also experienced distrust towards others as a 
result of their negative environments.  
6.2.5.4 The impact of the camp on the risks of unsupportive environments 
During the qualitative study it was found that a particular learner performed better in 
school during a temporary stay at a different home. He received this opportunity through 
the relationships he formed at the camp. Other learners received useful advice from 
responsible adults on how to deal with difficult family situations when they were 
confronted with them in the confined spaces in which they lived. The relationship they 
formed with God, and the meaningful relationships with significant adults that acted 
responsibly, motivated them to look beyond the obstacles they faced at home and focus 
on their schoolwork. After she was motivated by an organiser from the camp to do better, 
one learner did her homework next to the hockey field while she waited for practice to 
commence. 
The camp provided safe living environments where the learners could safely move 
around, had adequate water, beds and linen for a peaceful sleep. Being able to move 
around freely allowed learners the opportunity to relax and take a break from their 
everyday worries. This could have aided their identity formation as they had more space 
to express themselves, as well as improving their attention span, because they did not 
have to concentrate on safety and other troublesome issues. 
6.2.6 Risks of not having positive role models  
Positive role models encourage and inspire learners to overcome their barriers. A lack 
thereof results in a risk to the optimal development of children. Motivational speakers 
were another resource children were not exposed to frequently, with 56,9% stating that 
these were available to them. It was found through the RES-360 that the most latent risk 
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was poor role models. Schools, churches and other stakeholders could expose the 
children to motivational speakers as positive role models at schools and other venues, 
thereby creating a more supportive environment. 
During the semi structured interviews, various references were made to the 
neighbourhoods the participants grew up in, and their exposure to violence and criminal 
activities. References were made to ghettos or rough areas that were drug- and gang-
infested with taverns nearby. Surrounded by so many poor role models, one would hope 
learners had better role models at home, but that was not always the case. Some parents 
neglected their children, abused alcohol, and used domestic violence and verbal abuse, 
which did not aid the positive educational or psychosocial development of children.  
6.2.6.1 Risk of not having positive role models on educational development 
As a result of their poor role models, it was hard for learners to concentrate at school and 
to invest in relationships that were different to those they were exposed to. The learners 
did not receive adequate motivation and inspiration to address their difficulties and thus 
their motivation to perform in academic settings suffered. Supportive teachers were also 
not always available to all learners, which enhanced the negative effects of exposure to 
the risk of poor role models.  
6.2.6.2 Risk of not having positive role models on social development  
The learners followed the advice and examples they found in their lives. Where friends 
and families struggled with alcohol or drug abuse, the learners were more prone to 
experiment with those substances. Exposure to poor role models meant that learners did 
not know that some actions were socially unacceptable. 
6.2.6.3 Risk of not having positive role models on psychological development 
Learners who lacked positive role models were neither motivated nor inspired. Their lack 
of vision was also a direct result of having poor role models.   
6.2.6.4 Impact of the camp on the risks of not having positive role models 
At the camp the learners were exposed to various responsible adults who became their 
role models. During the interviews, some learners expressed that they had role models 
who had become father-figures to them. The learners in the focus group confirmed that 
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they formed lasting relationships with their group leaders who still regularly sent them 
motivational messages using social media.  
Some learners also praised teachers at their schools for playing positive roles in their 
lives, encouraging them, not forgetting about them and believing in them. Understanding 
teachers were not regarded as one of the most important resources by the children that 
completed the RES-360 in the quantitative data, but that might be because only 61% of 
the participants perceived this resource as available. This raises the question as to 
whether the teachers, teaching in an inclusive environment in South Africa, received 
enough training and support from the relevant stakeholders to address the different 
barriers within the education system.  
Working with vulnerable children places a great responsibility on those they look up to, 
as positive role models play a transformative role in a child’s life. Positive role models 
can be found in all the systems surrounding a child. Public figures, political leaders, 
celebrities, community members, elders within the community, pastors, teachers, parents 
and extended families all have opportunities to impact a child in a positive manner. 
6.2.7 Risks of negative exposure to abuse 
The participants in the study experienced exposure to different forms of abuse. 
Landsberg et al. (2011), stated that some of the effects of abuse include low self-esteem, 
emotional problems, a vision of the future that is negative, behaviour that is violent and 
self blame. The types of abuse some of the learners were exposed to included substance 
abuse, physical abuse, bullying, verbal and emotional abuse, neglect and psychological 
abuse. 
a.) Substance abuse 
The study showed that 20.4% of the learners experienced drug abuse as a critical risk, 
with 6.8% experiencing it as a latent risk. Drug rehabilitation centres were not readily 
available with 71% of the children regarding it as an important asset, but only 35.6% 
stating that this asset was available. Given the fact that not all the learners had firsthand 
experience of this risk and may not be aware of the available resources, it was still 
alarming that children were not informed about the resources that might be available in 
their communities. 
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During the compilation of the RES-360, professional service providers – which included 
an educational psychologist, forensic social worker, pastoral counsellor, a social worker 
and a play therapist – were asked to list the risks they thought the children experienced in 
their lives. It was found that substance abuse (especially drugs) was regarded as one of 
the top three risks listed by all these professionals. Both social workers listed it as the 
biggest risk to the vulnerability of children. 
The participants in the qualitative study supported the exposure to this risk, as reports of 
early substance abuse and family members and friends abusing various substances came 
to light.  
b.) Physical abuse 
Another form of abuse the children were exposed to was physical abuse. During the 
qualitative study, physical abuse was reported in the form of domestic violence and 
bullying. Bullying is regarded as a separate form of abuse, involving various aspects of 
abusive behaviour, and so is separated from physical abuse.  
Domestic violence also leads to a lack of adequate sleep, which can affect the optimal 
functioning of a child.  
c.) Bullying 
In the qualitative study, the reported bullying mostly took the form of emotional or verbal 
bullying, with reports of participants verbally abusing other learners. Bullying in a 
physical form was experienced by one participant, and another learner in the focus group 
confirmed that he used to hurt other children before attending the camp. Bullying was 
reported as a critical risk by 50.9% of the learners, while 22% reported bullying as a 
latent risk during the quantitative study. 
The total exposure to bullying (critical and latent) was 72.9%. With the crime rates in 
South Africa being sky high, bullying should be addressed as early as possible and not 
just ignored as being a part of childhood development. 
d.) Verbal/emotional abuse 
Verbal abuse was experienced by 37% of the learners in the quantitative study and, in the 
qualitative study, there were numerous reports of exposure to verbal abuse. The verbal 
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abuse reported in the qualitative study came from grandparents, parents, siblings and 
peers.  
e.) Neglect 
In the quantitative study, 22.4% of the learners reported the neglect of children as a 
critical risk and 10% reported it as a latent risk. During the qualitative study, accounts 
were given of parents not providing enough food for their children as a result of alcohol 
abuse, a mother not showing up or telling her son that she loved him, and another mother 
who did not care what her son did.  
The learners in the qualitative study that experienced neglect were more prone to 
delinquent behaviour.  
f.) Psychological abuse 
Psychological abuse includes factors like rejection. During the qualitative study, Katy 
stated that her father experienced rejection from his parents and her brother experienced 
rejection from their parents. Bianca experienced rejection from her father and John 
experienced rejection from his mother and uncles. During the quantitatie study, only 
79.7% of the learners stated that they had supportive parents. Their feelings around 
insufficient parental support might affect the learner’s feelings of rejection from their 
parents, enhancing the psychological abuse. 
Being exposed to abuse impacts the educational and psychosocial development of 
children. Alokan and Olatunji (2014) found that abuse negatively affected children’s 
attention span, attitude to class work and academic performance. Chappie and Vaske 
(2010) stated that anti-social behaviour was more prominent in abused children and they 
also showed slower educational development. 
Children exposed to substance abuse have a higher risk of being abused, abusing various 
substances and becoming the abuser themselves. During the qualitative study, Katy stated 
that the domestic violence occured when her parents were under the influence of alcohol, 
while Bianca referred to her grandmother’s verbal abuse when she had too much to drink. 
One learner stated that he started verbally bullying other children after he was bullied. 
The other boys who reported neglect at home confirmed having previously used alcohol 
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and dagga. Katy also stated that she had thought of using alcohol or drugs to get the 
attention of her father.  
With so many reports of exposure to some form of abuse, one would think that schools 
and communities would have systems in place to address these issues, but only 59.3% of 
the learners reported that they had school counsellors available and only 61% said they 
had supportive teachers available. This figure would look very different today as two of 
these schools lost their school counsellors between the dates of data collection and 
submission of this thesis, leaving only one primary school with a qualified counsellor on 
staff in the Rustenburg area. The teachers are thus left with divided roles as they not only 
have to educate, but also to counsel. With only six out of ten learners experiencing 
teachers as supportive and in a school of a thousand learners, 400 children are left feeling 
unsupported at school. For children that experience abuse in one form or another, schools 
represent one of the few lifelines available to them. To what extent should principals and 
the Department of Education be responsible for the psychosocial development of learners 
in South African schools? Are learners only in school to learn the alphabet and counting, 
or should schools play a more supportive role in addressing the social and emotional 
barriers to learning and provide better supportive resources?   
6.2.7.1 Risk of negative exposure to abuse on educational development  
Learners who experienced abuse struggled to concentrate in school. The abuse of 
substances, verbal abuse or bullying entirely consumed their thought processes, or, as one 
learner expressed, “… it ate her”. The academic development of learners was hampered 
by their inability to pay attention because of their elevated anxiety levels.  
6.2.7.2 Risk of negative exposure to abuse on social development  
Vulnerable children that were exposed to abuse in one way or the other ran the risk of 
becoming abusers themselves. When children saw abuse, their fear prevented them from 
speaking out, which affected their need for social justice. The learners that experienced 
abuse within their families experienced a need for attention, often resorting to delinquent 
behaviour in order to fill that void. This resulted in a negative discourse between parents 
and their children, and teachers and their learners. 
6.2.7.3 Risk of negative exposure to abuse on psychological development 
149 
 
Abuse affected the self-image of learners as well as their trust in others. The learners 
internalised the abuse they experienced (for instances, the choices their parents made to 
abuse alcohol, rejection and neglect) as a form of rejection and struggled with 
acceptance. They did not experience unconditional love, and they argued that something 
had to be wrong with them for their parents and caregivers to act in the ways that they 
did, even if the abuse was not directed at them.  
6.2.7.4 Impact of the camp on risks of negative exposure to abuse 
The camp tried to address these issues by providing a supportive system for the learners 
attending the camps. The learners had access to counsellors at any time of the day. If 
further intervention was needed, the parents were contacted to ensure that their children 
received the needed counselling. In the past, social service has been contacted in order to 
intervene as a result of disclosures from abused learners at the camp. Schools were 
contacted where necessary in order to intervene with regards to bullying.  
The learners were also provided with psychological tools, such as how to stay calm in 
times of trouble, how to find support in their faith in order to overcome difficult 
situations, and how to persevere in challenging times. During the semi-structured 
interviews numerous references were made to life lessons taught at the camp that acted as 
tools for the learners when they found themselves in trouble.  
The learners experienced acceptance and belonging from the camp community, which 
assisted the development of a positive self-image. The camp also exposed the learners to 
religious teachings and this helped them to work through their understanding of why the 
abuse occurred, acting as a lifeline when they were confronted with the abuse. 
6.2.8 Risks of psychological barriers to child development 
The risks learners experienced were interrelated and, more often than not, ignite other 
risk factors, impacting their educational and psychosocial development. With limited 
resources at their disposal, vulnerable learners run the risk of experiencing various 
psychological risks as well. Landsberg et al.(2011) confirmed that the emotional 
intelligence skills necessary to deal with stressful personal, societal and scholastic 
demands had not been acquired by many learners. 
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The findings of the quantitative data supports this statement as internalising difficulties 
(emotional and peer problems) were found to be somewhat true for them. Statements 
from the qualitative data reflect possible depression and the experience of anxiety. 
Though no diagnosis was made, and no confirmation thereof was received, some 
participants gave accounts of depressed feelings, stress and anxiety.  
6.2.8.1 Risk of psychological barriers on the educational development  
The learners that experienced anxiety and depression struggled to think through their 
difficulties. They focussed on their problems, instead of their schoolwork.  
6.2.8.2 Risk of psychological barriers on social development  
Depression and anxiety led to learners either abstaining from social gatherings or 
embracing negative social situations. These learners were easily influenced by negative 
peer pressure and often displayed delinquent behaviour.  
6.2.8.3 Risk of psychological barriers on psychological development  
The learners experiencing anxiety and depression had a great deal of anger towards 
others. They struggled with feelings of belonging, acceptance and distrust. They 
experienced a lack of self-confidence and often suffered from a low self-image.  
6.2.8.4 Impact of the camp on the risk of psychological barriers 
The PSS camp enhanced the emotional intelligence of the learners through various 
sessions, also providing learners with tools in order to adjust their attitudes towards 
challenges. Counsellors were available to the learners during the camp and, where it was 
found that the learners needed further psychological counselling from a psychologist or 
play therapist, the parents were contacted to make arrangements for the child to receive 
further assistance. The camp allowed learners to identify possible problems they might 
experience and to address them in a safe and supportive environment. The learners 
experienced unconditional acceptance and reinforcement for the development of a 
positive self-image, which assisted them when dealing with some of the repercussions of 
chronic anxiety and depression. 
6.2.9 Poor self-image/self-acceptance as a risk to child development 
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Poor self-image and a lack of self-acceptance act as a barrier to the optimal psychosocial 
and educational development of children. Poor self-acceptance may lead to a poor self-
image and vice versa. This impacts the child in every dimension of the individual self 
and eventually affects the other systems surrounding the individual. 
During the qualitative data collection, this is the theme that was most expressed. The 
participants all recounted how they learned to just be themselves, and that they felt that 
they were not judged on the camp. These expressions, although they reflected a positive 
outcome, also referred to the opposite of not feeling accepted for who they were prior to 
attendance to the camp. This positive outcome will be further addressed together with the 
resilience factors. 
The lack of self-confidence was regarded by 38.6% of the learners as a critical risk, and 
by 19% as a latent risk during the quantitative study. Bandura (1982) stated that self-
confidence consists of various factors including: personal experiences which relate to 
successful or unsuccessful experiences; and the received social messages from others.   
Self-confidence is thus formulated by the experience of social risks (social messages), 
psychological and educational risks. If a child experienced failure with regards to their 
educational development, it affects their self-confidence, and a lack of self confidence 
results in feelings of inferiority and non acceptance, which leads to a poor self-image. 
In order to assist the learners, it was necessary to look at a child holistically and attempt 
to fathom the entire scope of the impact of a possible risk. Thus, the child should be 
viewed by assessing all the systems they function in. A poor self-image is not something 
a child is born with, but it evolves from the input of other systems surrounding the 
individual.  
6.2.9.1 Risk of poor self-image/self-acceptance on educational development  
A poor self-image is a result of various other risks, like exposure to abuse, unsupportive 
environments, unsupportive parents and numerous others factors, but also leads to the 
development of other risks experienced by children. Children experienced low 
motivation to succeed in school and this often led to delinquent behaviour in classes. 
Homework was not done, and tardiness was also experienced. 
6.2.9.2 Risk of poor self-image/self-acceptance on social development  
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In order to build up their low self-image, children resorted to negative behaviour for 
attention. They were more susceptible to negative influences from their peer group and 
showed little pro-social behaviour.  
6.2.9.3 Risk of poor self-image/self-acceptance on psychological development  
Vulnerable children experienced a lack of self confidence as a result of a poor self-image. 
They perceived themselves as not being accepted by significant others and this led to 
feelings of loneliness and not being cared for, and ultimately led to depression and 
anxiety. Poor coping skills and an inability to trust others were also experienced by the 
learners.  
6.2.9.4 Impact of the camp on the risk of poor self-image/self-acceptance 
The people from the camp viewed the learners through a Christian lens. This meant that 
the learners were regarded as valuable, special and unique. These learners experienced 
acceptance at the camp and a sense of belonging as a result thereof. The qualitative study 
showed that there was a significant difference between the pre- and posttest of the 
CYRM-28 where children stated that their friends thought they were funny and where 
their friends supported them. This reflected a sense of acceptance which differed from 
the pretest. The opportunity that the camp provided for social cohesion had a 
psychological impact on the way learners perceived themselves, as well as an impact on 
their social development as they saw the world around them differently. This also 
affected their interaction with others. Educational development was also impacted as 
increased positive self-image assisted the learners in the classrooms and supported 
positive behaviour. 
It is necessary to state that not all exposures to risk factors results in negative 
psychosocial and educational development. People can overcome these risks and display 
a great amount of resilience in order to be successful.  
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Figure 6.2: Summary of risks experienced by vulnerable children attending a PSS 
camp 
 
6.3 FACTORS ENHANCING RESILIENCE OF VULNERABLE CHILDREN IN 
THEIR EDUCATIONAL AND PSYCHOSOCIAL DEVELOPMENT  
Addressing all the risk factors that people experience is impossible, but by enhancing the 
resilience of vulnerable children, some risks can be lowered or eliminated. Numerous 
factors enhanced resilience of those that attended the camp and this affected the 
educational and psychosocial development of the learners. As these are interrelated, they 
will be discussed simultaneously under the theme of resilience with subthemes reflecting 
the categories identified by Ungar (2019) in What Works: A Manual for Designing 
Programs That Build Resilience. These subthemes include: building positive 
relationships; creation of positive identities; experiences of control and power; 
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advancement of social justice; basic material needs access; developing an understanding 
of spirituality, responsibility for other people, belonging and purpose in life; and 
encouraging a feeling of historical and cultural roots (Ungar, 2019). At the end of this 
section on enhancing resilience, Table 6.3 summarises the categories used by the camp in 
order to enhance resilience as suggested by Ungar (2019).  
6.3.1 Building positive relationships 
Exposure to certain factors can enhance resilience in order to overcome the barriers to 
learning. One of these categories is building significant relationships. These relationships 
could be with family members, professionals, peers, community members and so on, and 
occur when the stakeholders share responsibility for each other’s wellbeing (Ungar, 
2018). 
Many significant relationships were formed on the PSS camp, as confirmed by the 
qualitative data. The participants expressed that they made new friends at the camp and 
that they were still friends years later. This was supported by the quantitative study. A 
statistically significant difference was reported in two areas. On the CYRM-28 it was 
found that peer resilience improved after the camp on item B11 (People think that I am 
fun to be with) and item B18 (My friends stand by me during difficult times). This could 
be a result of having made new friends at the camp, and feeling supported and 
appreciated as they were. 
The participants in the qualitative data confirmed the forming of new friendships in their 
interviews, essays and the focus group discussion, as well as having meaningful 
relationships with elders at the camp. Various references were made that reflected the 
impact significant responsible adults had on their lives. Most of the connections made at 
the camp were lasting and impacted the lives of the participants for years. The younger 
learners who attended the camp and formed part of the focus group, stated that they built 
meaningful relationships with peers and their group leaders, but not the staff and 
organisers of the camp, while the older participants that attended numerous camps 
reported relationships with peers as well as elders, which included the staff and 
organisers. The more camps the learners attended, the more significant relationships were 
formed, impacting their resilience. 
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The new-found friendships also influenced the conduct of the learners who showed 
improved conduct after attending the camp. The quantitative data showed an 
improvement in the total difficulties experienced between pre- and posttest scores 
regarding the external difficulties. It was found that the intervention was successful in 
changing the perceptions of the participants with respect to conduct and hyperactivity as 
the impact managed to lower the total scores by a significant amount. 
The lowered hyperactivity/inattention and conduct scores impacted classroom behaviour. 
The increased positive behaviour could have affected the discourse between teacher-
student and parent/caregiver-child in a positive manner, resulting in a better self-image. 
In turn, this impacted the ability of the child to make new friends and increased their 
resilience. The camp thus acted as an instigator for lowered hyperactivity/inattention, but 
the positive relationships that flowed this were established by people outside the camp, 
like parents and teachers. 
The improved conduct might also be because at the camp the learners realised they were 
not the only ones who experienced difficulties. They were also provided with 
opportunities to discuss these issues with their peers and use the emotional outlets made 
availabe by the camp. This involved trusting others, which was evident in the qualitative 
data.  
6.3.2 Creation of positive identities 
We do not create our own identity as we create ideas of who we are by what others tell us 
about ourselves (Ungar, 2019). According to Ungar (2019) programmes that enhance 
resilience create a safe space for learners to know themselves better and in new ways, 
providing opportunities for them to showcase their strengths. The camp provided these 
opportunities to the learners. 
In the qualitative study, the participants confirmed that they returned from the camp with 
a new vision, as they were visionless when they first went to the camp. They were more 
focussed on what they wanted to achieve, what they wanted to become and in what 
direction they intended to go in the future. The participants confirmed that during the 
camp they learned more about themselves and were provided with the opportunities to 
figure themselves out. They found out what they liked about themselves and some 
passions were even ignited. 
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The leaders on the camp experienced a reflection of their identities from the campers 
when they were treated with respect and admiration. This act of respect had an impact on 
the way the leaders saw themselves and they experienced a surge of self-belief.  
Some of the activities left the learners feeling appreciated, for instance, when the staff 
washed their feet and they received religious lessons (e.g. God would wash them clean if 
they were full of mud). These experiences left them feeling appreciated and encouraged 
their positive identity formation.  
The sex education the learners received at the camp also assisted with identity 
development as they learned more about their bodies and how they function. This 
provided the learners with an opportunity to learn more about themselves in ways which 
encouraged formation of powerful identities and resulted in enhanced resilience. They 
were also taught how, in the Christian faith, their bodies were cherished and that they 
should cherish themselves. 
6.3.3 Experiences of control and power  
The activities the learners took part in at the camp provided opportunities for the learners 
to experience control and power, making decisions for themselves. Participants from the 
quantitative study stated that they took part in various activities which left them with a 
feeling of accomplishment. These activities included a trust fall, where children fell back 
into the arms of other children, a blindfolded maze and an obstacle course. During these 
activities the self-image of the learners improved which also gave them more confidence. 
The group leaders also experienced power personally when they were appointed over 
groups of learners and had to guide them through the camp. They had to wake up their 
charges, make sure they took a bath, help them through the obstacle course and stay with 
them till their parents came to fetch them. Some of the leaders made the choice to stay in 
contact with the learners in their groups and motivate them as they went along. The 
children that attended the camp and were part of the focus group stated that they all 
formed a bond with their group leaders and looked up to them.   
The increased self-confidence ensured that the learners felt better about themselves and 
made friends more easily, and many positive new relationships were formed. 
6.3.4 Promotion of social justice  
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At the camp the learners were all treated with respect, regardless of where they come 
from, who they were, what they believed in, their race, gender or age. This gave the 
learners a sense of social justice within the camp and they experienced privileges not 
necessarily available at home or school.  
During the sex education received at the camp, the learners were also taught what the law 
had to say about sexual abuse and what the Christian religion believed regarding 
premarital sex and encouraging celibacy. Social justice at the camp was not addressed as 
such, but rather as the principles of a Christian lifestyle. 
The promotion of social justice led to the learners feeling valued and worthy of being 
fought for. The self-image of the learners as well as their confidence levels picked up, 
while important issues were addressed, ensuring that the learners were empowered with 
valuable information, like the phone numbers for childline and the police, as well as what 
the South African law regards as abuse. 
6.3.5 Access to basic material needs  
Various references were made during the qualitative study to basic needs being met. The 
organisers went out of their way to provide the campers with wholesome tasty food, 
sweet packets, cold drinks, safe accommodation, warm bedding and clothes where 
needed. Sometimes the learners also received toiletries. After the camp the organisers 
supported some families with food parcels and clothing. Some staff members even 
assisted learners with career guidance and funding.  
With access to basic material needs and more, the dignity of the learners was restored. 
They experienced relief from their daily struggles and could concentrate on getting the 
full experience from the camp. The learners felt welcome and a sense of belonging as a 
result of the great care given to them. With the learners feeling relaxed as a result of their 
basic needs being met, they could have fun, make new friends and became teachable. 
6.3.6 Developing an understanding of spirituality, responsibility for other people, 
belonging and purpose 
The camp had an enormous impact on the sense of belonging for the learners. This was 
not only reflected in the relationships that formed at the camp, but also in belonging to a 
group. Everybody at the camp (staff, organisers, group leaders and campers) received the 
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same t-shirt with a theme print on it. This act expressed an attitude of inclusivity, which 
would dominate the attitudes expressed at the camp.  
During the qualitative data collection, almost all the participants stated how they felt 
accepted at the camp, how they could be themselves and not be judged. Some 
participants also reflected that they regarded the people at the Jolcamp as their family. 
6.3.7 Encouraging pride in historical and cultural roots  
Ungar’s (2018) last category is probably the most important with respect to this specific 
camp. Ungar stated that culture reflects the rituals or daily routine we employ in order to 
make it through a crisis. Religion might be encompassed by culture or vice versa, and 
gives guidance on what to do and when to do it.  
During the quantitative data analysis it was found that the most profound significant 
statistic in the CYRM-28 included the contextual factors, especially on item 27, stating 
that the learner enjoyed his/her community’s traditions. As stated previously, the 
participants in the qualitative study regarded the people from the camp as their new 
families and their new community. This creation of a new community for learners 
assisted with the culture they identified with. 
The CYRM-28 also found a significant difference between the Black and Brown 
participants, who associated more with the cultural factor than the White participants and 
stated that they were proud of their ethnic background. This demonstrated how 
vulnerable children become detached from their ethnic backgrounds and explains the rise 
in contextual factors as a result of the new-found community within the camp. 
The participants all expressed how they found acceptance within their faith and how they 
would employ these teachings after the camp to guide their actions and motivate them. 
The participants recounted how they developed their conscience as a result of their faith. 
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Figure 6.3: Summary of actions by the camp that built resilience 
6.4 CONCLUSION 
This chapter served to integrate the findings from Chapters 4 and 5 in order to shed light 
on the risks experienced by the participants of this study. It also showed the interrelated 
factors which enhanced the resilience of the learners. The ultimate finding was that the 
camp was successful as an intervention method in the lives of vulnerable children. The 
camp assisted the learners in various ways and in various contexts. Their difficulties 
decreased and the impact of their difficulties in the classroom lessened. The learners 
made new friends and found that these friends thought they were fun to be with and 
supported them during difficult times. Their total resilience improved with the most 
significant improvement in the cultural context, with learners stating they had people to 
look up to and that they enjoyed their community’s traditions. As it was a Christian-
based camp, the learners established their culture within this religion, which guided, 
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motivated and supported them unconditionally. The learners felt accepted and found a 
space where they could be who they were without judgement. The following chapter 
states the key findings of this research as well as the limitations experienced and further 
recommendations. 
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CHAPTER 7 
GUIDELINES FOR IMPROVING PSS CAMPS TO SUPPORT VULNERABLE 
CHILDREN, CONTRIBUTIONS, LIMITATIONS AND RECOMMENDATIONS 
FOR FURTHER RESEARCH 
 
7.1 INTRODUCTION 
In Chapter 6 it was found that the PSS camp was successful as an intervention for 
vulnerable children. In this chapter a summary of the key findings is given, accompanied 
by the limitations of the study and recommendations. In order to expand the findings for 
future use, the researcher provides recommendations and guidelines for refinement or 
designing future PSS camps. Recommendations regarding future research are also 
provided in this chapter. 
7.2 SUMMARY OF ORIGINAL FINDINGS OF RESEARCH 
The focus of this study was to determine the impact of PSS camps on vulnerable children 
and the secondary aims were to analyse the risk and resilience factors the vulnerable 
children were exposed to. The bio-ecological systems theory of Bronfenbrenner 
underpinned this study, supported by the social ontogenesis theory as well as the social 
ecology of resilience model. These theories were employed in order to understand the 
impact of the PSS camp on the holistic perspective of the child, the risks in the various 
systems that impacted the child and how resources could be found within these systems 
to enhance the resilience of vulnerable children. This study was conducted in order to 
provide future intervention programmes with the necessary research when designing 
programmes. It also serves as an attempt to close the research gap that exists on PSS 
camps in South Africa.  
A sequential mixed method study was implemented and employed in three phases within 
the pragmatic paradigm. The first phase consisted of a quantitative study, which included 
the following questionnaires: Biographical questionnaire, CYRM-28, RES-360 and SDQ. 
The second phase implemented a qualitative study in the form of semi-structured 
individual interviews, a focus group and essays reflecting on the impact of the PSS camp. 
The findings and recommendations can be applied to other vulnerable children and PSS 
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camps, and also to all interactions with children, as every interaction one has with a child 
has the opportunity to become a resource or a risk. 
Three main themes emerged throughout the study: educational, social and psychological. 
These themes consisted of subthemes reflecting the risks vulnerable children were 
exposed to and the resilience factors that were enhanced by the PSS camp. The 
qualitative data proved to support and to explain some of the findings of the quantitative 
study. The camp impacted the learners by improving their perception of external 
difficulties, which included their attention and hyperactivity. The qualitative data 
supported this outcome as the participants reported better focus and increased academic 
performance. The participants referred to the feelings of acceptance and belonging they 
experienced at the camp, motivation from significant others, and motivation through their 
religion.  
The quantitative data also showed enhanced resilience factors following the PSS camp, 
with learners’ scores increasing with regards to positive role models and the traditions of 
their community. In the qualitative data, the participants stated that the people at the 
camp became their family. This family functions within the Christian faith which became 
part of their culture. They adopted new habits and traditions within this community, like 
reading the Bible, praying and fostering a certain outlook regarding the difficulties they 
faced. The participants also found positive role models in the camp staff members, group 
leaders and God.  
The qualitative data reflected a lack of self confidence prior to attendance at the camp. 
This risk factor was informed by the quantitative data, where the lack of self confidence 
was reported as a risk together with the risk of poverty. Poverty was, in fact, the biggest 
risk in the qualitative data, as the participants referred to poverty-stricken areas which 
were not supportive, overcrowded households, small and insufficient housing and 
sometimes hunger.  
New friendships were formed at the PSS camp, with some participants even stating in the 
qualitative data that the people from the camp became their family. In the qualitative data 
it was found that a significant improvement was detected when the learners scored 
whether their friends stood by them during difficult times. During the interviews the 
participants reflected how they could be themselves with the friends from the camp and 
that these friends supported them. They experienced self-acceptance as a result and, in 
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the quantitative data, another significant improvement could be found in the individual 
peer skills sub-dimension item B11, where the learners’ perception changed with regards 
to other people who thought them fun to be with, which then supported the perception 
they had of themselves. 
The PSS camp was observed to have a significant impact on the learners throughout all 
the phases of the study. Not all risks surrounding the learners could be tackled, but risks 
perceived within them, like the lack of confidence, were addressed successfully by the 
camp. Risks in their bio-ecological systems were identified and analysed through the 
study. Their resilience factors were enhanced through exposure to the camp and the 
people at the camp. The enhanced resilience was supported with the connections they 
made over years of attendance to the camp. It seems that repeated “impact resilience” 
was successful in enhancing long term resilience levels. When the exposure to the camp 
was analysed through the lens of the social ontogenesis theory, the impact of learners’ 
development through their spiritual and social selfhoods could be clearly detected.   
7.3 CONSIDERATIONS IN DESIGNING THE PROGRAMME 
The considerations in designing a programme were given by referring to the manual 
compiled by Ungar (2019) based on the social ecology of resilience (embedded in the 
bio-ecological systems theory) and applying it to the bio-ecological systems theory, 
while considering the social ontogenesis theory, in order to understand how the different 
systems could be involved in the impact of an intervention on a child.  
7.3.1 Considering the individual within the bio-ecological system 
7.3.1.1 Main aim of programmes 
The main aim of the programme should always reflect the wellbeing of all children, even 
if they are not regarded as vulnerable children. No programme should ever expose the 
children to any form of risk, but rather try to alleviate their vulnerabilities by eliminating 
their exposure to risks. The PSS camp activities were organised to reflect that the 
wellbeing of all the learners involved was valued. 
The main aim can then be expanded into secondary aims, which included aspects unique 
to the programme, be they religious or with regards to sports, and so on. For example, the 
secondary aim could include building a relationship with God, building team spirit or 
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learning leadership skills. One of the secondary aims should include enhancing the 
resilience of a child, as this can be utilised wherever the child goes and whatever the 
child does, be it in a classroom or on a cricket pitch.  
7.3.1.2  Ethical considerations 
When considering the individual in the bio-ecological systems theory, as discussed 
previously, Pillay (2012) stated that all children should be treated with respect and that 
ethical considerations should be reflected whenever one works with a child. With this in 
mind, it was important for the organisers to get the proper consent forms from the 
parents/caregivers. If the children would be exposed to religious teachings or sex 
education, the parents/caregivers as well as the children needed to give the organisers 
consent/assent prior to attendance at the camp. The values, morals, beliefs and 
convictions of all involved should be considered to avoid creating more conflict for the 
child and the family. Ethical considerations do not only refer to the campers, but also to 
the children that would not be attending the camp.  
Greater care should be given by the PSS camp to the selection process in order to reflect 
the integrity needed to establish trust. Children might experience feelings of rejection 
and, although it was not purposefully inflicted, all children should be respected and 
supported during this process for their risks not to be increased. This aspect needed some 
attention from the organisers, especially the teachers that identified the learners and who 
corresponded with the organisers and learners regarding the camp. The camp should not 
be used as leverage to amplify good behaviour and the children should not have to prove 
their worth in order to be selected to attend the camp. Communication with the schools 
should be very clear on this. Vulnerabilities of one child cannot be increased in order to 
decrease the vulnerabilities of another.  
7.3.1.3 Access to basic material needs reduces vulnerabilities of children 
Collaboration between the programme, schools, social services and the private sector can 
enhance the availability of physical resources available to vulnerable children. Most of 
the time one can observe the availability of basic material needs by just paying attention 
to children. The programme can be sustainable if a multidisciplinary team attends to the 
different needs of the camp. No one person or programme can provide all of the basic 
material needs, but a multidisciplinary team can ensure a better outcome. The camp was 
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successful in reducing the critical material needs of the learners, although it was mostly 
only temporary. 
The welfare of our children should be a collective goal of our community and thus it 
involves all stakeholders. Keeping the bio-ecological theory in mind, those stakeholders 
that might have an impact on a child includes, amongst others, schools, principals, 
teachers, churches, extended families, friends and community members. 
In this study, it was found that accessibility to basic material needs reduces inattention 
and hyperactivity as it allowed children to focus more on their school work and increased 
pro-sociality. By providing assistance to vulnerable children, the PSS camp successfully 
enhanced classroom learning as well as the values and morals of the society all 
stakeholders found themselves in and, lastly, had a positive impact on reducing risks and 
increasing resilience levels. 
The social ontogenesis theory stresses the impact of culture on individuals and thus 
programme designs should keep the traditions and culture of learners in mind. Where 
there are no strong cultural influences, it is beneficial for the learners to be exposed to a 
culture they might adopt and so find their place in that community. This was achieved by 
the PSS camp the learners attended.  
7.3.1.4 Following up on children in order to enhance effectiveness of the camp 
There should be a follow-up system for the campers as this will enhance the development 
of trust between the person following up and the learner. Values, morals and coping 
mechanisms that were developed at the camp will be enhanced by frequent reminders 
thereof. The meaningful relationships that formed at the camp will also be strengthened, 
which will create a sense of belonging and acceptance. The religion of the learners, their 
belief in God and their faith will also be developed, which will assist the learners with 
their internal motivation and resilience. The leaders of the camp stayed in contact with 
the learners that were in their groups and, later, the organisers stayed in contact with 
some of the leaders at the camp. Visiting small groups at schools or in communities in 
order to follow up on them might also be beneficial to the lasting impact of the camp. 
7.3.2 Considering the microsystem of the individual within the bio-ecological system 
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 7.3.2.1 Enhancing the sense of responsibility for others, belonging, life purpose and 
spirituality 
By welcoming the children and letting them have fun, they experience a sense of 
belonging. Belonging at the camp, in the group or in the culture created by the 
programme is a feeling that the learners need to experience. When programmes reach out 
to others, even within the group, and stress factors are included in pro-social behaviour, 
they see purpose in their lives. The leaders were impacted much more by having 
responsibility for others and thus programmes should aim to motivate children to be 
responsible for each other. In order to bring this down to the level of the participants and 
not just the leaders, the “buddy system” can be employed, where two children are paired 
and have to do activities together, being responsible for each other.  
The study found that this sense of belonging had an enormous impact on the learners and 
this was successfully addressed by the PSS camp. They felt accepted by the people at the 
camp, which impacted their sense of belonging. This was the same with regards to their 
religion. They were taught that God loves and accepts them unconditionally. The sense of 
belonging gave them peace of mind and they were able to concentrate better when they 
needed to. Camps should create activities that enhance the sense of belonging for the 
learners. When the learners receive a task where they are responsible for others in the 
group, it appeals to group cohesion and develops leadership skills. 
 7.3.2.2 Experiences of power and control 
The study confirmed that learners experience positive development when they received 
recognition from younger learners in the groups they were responsible for as leaders. 
Their self-image improved and their confidence increased.   
Activities should be created to allow the learners to experience feelings of being in 
control and in power. Role play can be worked into the programme as well as activities 
that can be easily mastered by the age group. This will help create a feeling of 
accomplishment, where the learner experiences control and power over the situation. It 
will also assist the learner in understanding actions from another perspective, which aids 
the development of empathy. 
Learners can also receive some valuable tools they can utilise when in difficult situations 
to help them feel in control of themselves, even if they cannot change the situation. 
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Teaching learners how to calm themselves down and get themselves out of harm’s way 
in certain situations, allows them to be in control and have power over certain aspects of 
their environment. 
More can be done by the PSS camp to provide leadership opportunities to the younger 
learners attending the camp. The learners attending the PSS camp as juniors in primary 
school had to wait until they were in Grades 10, 11 or 12 before becoming a leader. 
Creating a captain for a specific activity, who works as a helper for the leaders, might be 
beneficial to those learners.  This will ensure that when a learner does not have the 
opportunity to attend the camps later in their lives, they still have the opportunity to 
enhance their resilience levels by experiencing situations of power and control. 
7.3.3 Considering the mesosystem of the individual within the bio-ecological system 
7.3.3.1 Powerful identities to be encouraged 
Ungar (2019) stated that our identities are never really, wholly, created by ourselves. 
They are tweaked by others through the feedback we receive from them. Whenever 
affirmation is received for positive actions, positive identity formation takes place. A 
wide range of activities should be selected for a programme so that the learners can find 
their niche. Success and failure during activities provides opportunities for the learners to 
get to know themselves with regards to their own strengths and weaknesses. It also gives 
them the opportunity to be exposed to diversity and realise that they are not alone. The 
team members can help each other and form a cohesive unit which assists the identity 
formation within the group. All stakeholders have the opportunity to assist learners with 
this process as they can decide to focus on the positive aspects of a child’s personality, 
behaviour and assets, so they do not feel judged or condemned for their choices. 
The PSS camp created a wide range of activities and thus the learners had opportunities 
to engage in different activities, dealing with different aspects of their identity. These 
activities mostly had a more meaningful goal, like the trust fall that reflected that the 
learners should put their trust in God. This brought the message that the organisers 
wanted to carry over into practice, which were better understood and remembered by the 
learners.  
The bio-ecological systems theory reflects various systems that have an influence on an 
individual. The camp was successful in encouraging the development of positive and 
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powerful identities, but it needed to be supported by other stakeholders, like parents, 
other churches and schools. Building on the foundations established at the camp, 
resilience can be enhanced through teachers and other stakeholders encouraging the 
powerful identities that emerged. 
7.3.3.2 Building relationships 
For people to bond and form relationships some kind of interaction is necessary. The 
more the children interact with each other, group leaders and staff, the more they build 
relationships. It is recommended that the same children be invited annually and for 
reunions to take place, or for staff members from the camp to connect with the children 
after the camp to establish meaningful relationships. New relationships are more likely to 
be maintained if both parties interact with each other more than once. All the 
recollections from the participants in the qualitative study reflect relationships that were 
built through years of attendance at the camp.  
Activities that assist in building trust (like the trust fall) and allow the children to feel 
worthy and appreciated (like washing their feet) have an impact on children and can be 
used in order to build a relationship of trust. These activities were successfully planned 
and executed at the camp. The staff should acknowledge the impact their integrity and 
trust had on the children attending the camp. They should always act in the best interests 
of the child and refrain from breaking their trust (unless that might be in the best interest 
of the child). 
7.3.3.3 Positive role models to be introduced to the learners 
Positive role models can have a profound impact and many learners confirmed that 
organisers or group leaders fulfilled that role for them, with some even referring to 
organisers that became like brothers or father figures to them. There was a perceived lack 
of positive role models that influenced the learners. The PSS camp could be seen as a 
collective intervention method and all members of the community should be included in 
the effort to reduce the risk and enhance the resilience of vulnerable learners. This can 
only be done when the organisers of the camp involve these members of the community, 
inform them of the asset availabilities and what they can do to assist. Members of the 
community (principals and teachers included) have the capacity to be positive role 
models and leave lasting impressions. 
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7.3.4 Considering the exosystem of the individual within the bio-ecological system 
7.3.4.1 Social justice must be promoted 
In an ideal world, children would feel safe wherever they were, but unfortunately this is 
not our reality. The harsh realities of our society need to be addressed and social justice 
should be promoted. According to Ungar (2019), sustainable programmes should 
advocate on behalf of, and with, young people. By launching a programme and keeping it 
afloat, the real world of the children should be entered and addressed. This involves a 
multidisciplinary team as certain aspects would not be accessible to the organisers of the 
programme. Social justice should be advocated in churches, schools and communities. 
The learners can be provided with the opportunity to engage in community work that will 
enhance their sense of belonging, while advocating for themselves and each other. The 
PSS camp can attempt to bring about change in communities by designing programmes 
that attempt to impact the environments the children find themselves in.  
Social justice is promoted by the camp by educating the learners about abuse, which 
includes physical and sexual abuse. Other forms of abuse, which includes neglect and 
verbal abuse, should also be included in order to empower the learners with regards to 
social justice.  
7.3.5 Considering the macrosystem of the individual within the bio-ecological 
system 
7.3.5.1 Religion as anchorage 
Internalisation of a religious value system which is personal, as well as knowledge of a 
higher power, acts as an anchor when children are exposed to poor role models 
(Landsberg et al., 2011). Religion has been banned from schools and programmes, but 
for many it adds to their sense of culture. Ungar (2019) confirmed this, saying, “Culture 
can encompass religion, or the other way around... it grounds children and keeps their 
problems in perspective...” To ignore religion and culture in any programme, unless 
supported by all stakeholders, would be like riding a bicycle without wheels. A good 
programme includes those aspects around which the learners can build their coping 
mechanisms. In religion, learners find acceptance and appreciation of themselves. They 
use it as a guide and motivation in order to deal with difficulties and it helps them to stay 
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focussed and adopt a pro-social attitude. The PSS camp addressed this successfully as 
many learners confirmed changes in their value and moral systems as a result thereof.  
7.4 DESIGN AND CONTENT OF THE PROGRAMME 
7.4.1 Selection of participants 
Great care should be given with the selection process and all stakeholdersmust be made 
aware of the ethical considerations and criteria before the selection takes place. Working 
on strict selection criteria will reflect the values and norms from the outset of the camp. 
No child should have to perform any additional duties or change their behaviour in order 
to be selected. All children should feel appreciated and accepted even though they were 
not selected to attend the camp. Children not selected to attend the camp should receive 
additional support. 
7.4.2 Training of staff and group leaders 
Children might be on emotional highs or lows at the camp, and the staff and group 
leaders should know what protocol to follow in such situations. Training on creating an 
inclusive environment should also be given to all involved, so no learner feels rejected or 
unaccepted.  
The group leaders and staff should receive a programme beforehand, and team-building 
with the group leaders might be beneficial prior to camp attendance. This was well 
planned out by the PSS camp, as they had training sessions prior to the camp.  
The correspondents at the schools who are responsible for the identification of the 
learners attending the camp should be briefed thoroughly on how to identify the children 
that should attend the camp, and how to avoid non-campers feeling rejected. 
7.4.3 Active learning prior to and during the PSS camp 
Learners attending the camp should be encouraged to have an expectation even before 
attending the camp. This will create a positive attitude from the start of the camp and 
help the children to adopt a teachable attitude. These children should be involved in the 
learning process and receive time to reflect on what they learned. It is recommended that 
the PSS camp should communicate with the schools and request assistance in creating 
this expectation.  
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The learners had to complete diaries at the end of each day where they reflected on the 
activities and their experiences. This activity reinforced the lessons the organisers tried to 
teach the learners.   
Seminars or teachings should be presented in such a manner that they grab the attention 
of the learners and keep it. Learners struggle to keep focussed on purely verbal delivery 
of information. Using tables, figures, pictures, and so on, in presentations will help the 
presenter to keep the attention of the learners. Active participation should be enhanced 
throughout the programme. The camp was also successful in the execution of this aspect, 
with learners expressing that the sex education session had an impact because of the 
visual aids used during the presentation. 
7.4.4 Content suitability 
The content of the programme will differ from camp to camp. It is important for the 
content of the programme to reflect the main and secondary aims. These aims should be 
clear and reflected on repeatedly in order for them to have an impact. The developmental 
level of the learner should be reflected in the content so it can be practically applied.  
The PSS camp was successful in addressing learners at their cognitive level by creating a 
theme applicable to the age group and using it as a golden thread through all the activities 
on the camp.  
7.4.5 Possible activities 
The activities of the camp should be designed in order to address the risk factors and 
enhance resilience. Possible activities to include are discussed below.  
Using drama to promote social justice. The learners can make use of role play, or watch 
a play presented by the leaders and staff of the camp, in which social justice is brought to 
the attention of the learners. 
Enforce experiences of power and control through play. Play is a language all children 
understand. Small group activities can be designed with different types of games where 
the children rotate through the stations as well as taking turns to be the group captain. 
This will allow the learners to experience some sense of accomplishment during the 
activity even if it is only for one game. The subject matter of diversity/different 
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personalities and uniqueness can also be touched upon during this activity. Minute to 
Win It is a good activity to choose here.  
Encourage positive identities through affirmations. The learners can take turns to draw 
an outline of each other on big sheets of paper. They can then be asked to write positive 
affirmations from group members on their outlined bodies. If the PSS camp is based on 
the Christian faith, affirmations can be gathered from the Bible to write on the outlined 
body, for instance, “I am the daughter of a King, I am a princess”. This will also give the 
learners a sense of spiritual, historical and cultural roots, which enhance resilience. 
Build positive relationships. By focussing more on positive reinforcements rather than 
discipline, positive relationships are already enhanced. Leaders and staff of the PSS camp 
should keep in touch with the learners to establish those relationships. Reunions can be 
planned where the staff and leaders visit the learners at their schools.  
Establish a sense of responsibility for other people and belonging. Learners can be given 
tasks to complete in relays, making one learner dependent on what another learner brings 
to them. Again, where the camp is based on the Christian faith, the learners can build a 
“wall of words” in order to complete a Bible verse. The words can be handed out as 
positive reinforcement for completed daily tasks, like making their beds and keeping the 
rooms clean. The members of the groups can take turns to receive the word to make each 
of the children feel part of the group. At the end of the camp, all the verses can be put 
together to form a paragraph, so that all the groups can also experience belonging to a 
bigger group.  
7.4.6 Steps to follow in designing of the PSS camp 
Step 1: Determine the mission of the camp.  
Step 2: Determine the main aim and secondary aims of the camp. 
Step 3: Set details like date, time, duration and place of the camp. (Answer questions 
when? Where?) 
Step 4: Develop a theme for the camp in order to link new concepts to old knowledge 
(scaffolding). 
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Step 5: Do a resource assessment with the relevant stakeholders to determine the type of 
activities that must be created in order to address the experienced risks and enhance 
resilience. 
Step 6: Create activities to achieve the aims set out by the camp. These activities must 
not only address the main aim of the camp, but it must also be designed in such a manner 
that it will enhance the resilience of learners and address their risks positively. The 
activities should be linked to the theme of the camp. 
Step 7: Do a risk assessment with regards to the impact of the activities, environment and 
programme of the camp in order to identify possible risks. 
Step 8: Design a support team to address the needs and identified risks. The team might 
include such specialists as a social worker, counsellor, cook or first aid attendant. 
Step 9: Determine the budget that will be needed for the PSS camp (including 
expenditures, income and who will provide funding).  
Step 10:  Determine the selection process to be used in identifying possible campers, the 
number of children that will be invited and the necessary leaders. Set the rules and 
regulations with regards to the selection of the campers in order to eliminate the 
development of unnecessary risks. 
Step 11: Create an evaluation plan whereby the intervention camp can be evaluated. 
Step 12: Design future projects to enhance the sustainability of the camp. 
 
7.5 CONTRIBUTIONS OF THE STUDY 
7.5.1 The benefit to learners and participants 
Through the use of the questionnaires, opportunities were provided to the vulnerable 
children to reflect critically on themselves and the various systems they function in. The 
participants in the qualitative study received the opportunity of voicing their stories and 
selfhoods. This enhanced their sense of social justice and their experience of power and 
control. They had the chance to unpack some difficulties they struggled with and be 
reminded of past positive tools they acquired in order to deal with the current difficulties. 
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This enhanced the formation of powerful identities, valuable for the development of 
resilience. 
7.5.2 Development of knowledge and theory 
The gap that existed in the literature with regards to the impact of PSS camps was 
addressed and a fresh perspective on the risks vulnerable children face, within the South 
African context, was provided, especially within the mining community of Rustenburg, 
the platinum hub of the world. The factors that were provided by the camp in order to 
enhance the resilience of children were explored and experiences thereof were voiced by 
the participants of this study. This information contributed to the current knowledge we 
have regarding intervention strategies, the interrelatedness of experienced risks and the 
impact of this intervention on the educational and psychosocial development of 
vulnerable children.  
New information was provided on the perceived importance and availability of assets. 
These assets can now be addressed by the relevant stakeholders in order to minimise the 
critical and latent risks and increase the resilience of vulnerable children. The private 
sector can identify opportunities to invest in their social development, schools can 
allocate possible funding towards the relief of some experienced risks and social welfare 
organisations can address the critical risks perceived by the learners in order to minimise 
risk factors. 
The knowledge provided in this study also contributed to a more holistic view of the 
child, which teachers can use to inform them of the child, all the systems impacting the 
child, and the systems that can be influenced by an individual. This study emphasised the 
importance of teachers, positive role models and meaningful relationships, as these all 
make a lasting impact on a child. This information can also be used by principals, 
curriculum developers and subject advisers to motivate certain attitudes from teachers 
that will be beneficial to the positive educational and psychosocial development of 
vulnerable children. 
7.5.3 Policy briefs 
The biggest impact of the intervention can be found in classroom learning and thus it 
should act as motivation to address the risk and resilience factors through the necessary 
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support and interventions. Policy makers should take note of the resilience factors and 
the identified risks in order to address these issues successfully. 
The knowledge gained through this study will assist the Department of Education to 
address the social, emotional and behavioural barriers to learning in their Inclusive 
Policy. The readiness of teachers to deal with these barriers should also be addressed, as 
this will empower not only the teachers, but society as a whole. The Department of 
Education has a collective responsibility to take responsibility for the social welfare of 
our nations’ children. This might include the provision of professional service providers 
(like social workers and school counsellors), educational programmes in order to 
empower learners, life skills workshops in order to address the disintegrating value and 
moral system of our society, and new reforms on religious teachings in our diverse 
society. As the Department of Education can only work with what they have, the 
necessary funding in order to launch critical interventions and support measures should 
be channelled to those institutions responsible for our future.  
The school governing bodies and the principals also form part of this collective 
responsibility and should aim to address the educational and psychosocial risks of the 
learners in order to minimise the educational barriers hampering successful academic 
development. This can be done through internal policies which regulate the priorities of 
schools with regards to support structures and the provision of professional service 
providers. A multidisciplinary approach is advisable.  
7.6 LIMITATIONS 
There were a few limitations to the study. Firstly, one of the members that formed part of 
the support team of this study was a social worker. Some participants withdrew as a 
result of the presence of this social worker. The researcher did not have knowledge as to 
the reasons for the withdrawal and did not pursue any explanations thereof. Where 
possible, the researcher explained the role of the social worker, but in other instances 
new participants were recruited, which delayed the study.  
Secondly, the study was costly. The fieldworkers had to receive a scope of the study and 
copies of the instruments with instructions for use prior to the onset of phase one. The 
Department of Education had to be called and e-mailed several times in order to find the 
responsible person dealing with the consent of this study. The schools were visited and 
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contacted regularly as well. The questionnaires used in the quantitative study with the 
consent letters required the printing of over 3000 copies. With all the copies, calls, 
travelling and data expenses, it turned out to be a very costly study. 
The third limitation experienced was finding suitable locations where the questionnaires 
and the interviews could be completed. Most schools did not have set locations available 
for use and, in three schools, the staff rooms were used, which compromised the attention 
of the learners in the quantitative study. Nearby churches had to be used as a location in 
the qualitative study as they were safe, private spaces where the interviews could be 
conducted. 
The study was time consuming, which proved to be the fourth limitation. The learners 
were negative towards the time it took to complete the lengthy questionnaires. This may 
have compromised the accuracy of the quantitative study, but because the posttest 
consisted of the same tests in the same sequence, the attention levels of the learners 
would have been consistent throughout the study with regards to the completion of the 
tests. In order to address this limitation, the researcher allowed the learners to stand and 
stretch in the middle of the questionnaires. Some questionnaires were administered over a 
few days as it was not possible for the applicable learner to complete the questionnaire in 
one day. 
The fifth limitation refers to the personal beliefs of the researcher, which might also have 
influenced the attitude towards the camp and its impact. Acknowledging and identifying 
the possible bias approach is the first step in addressing this limitation. The researcher 
did not make any reference to her beliefs during the quantitative study in order to allow 
the learners to reflect on their own spirituality. During the qualitative study the researcher 
used her knowledge of the religion in order to guide her understanding of the explained 
experiences. During the analysis the researcher frequently reflected upon the identified 
themes with the guidance of her supervisor and a peer, which enabled her to address any 
possible bias that might have surfaced. 
The language used in the questionnaires was the sixth limitation as not all learners were 
fluent in English, but no translated instruments were available for use. Fieldworkers and 
the researcher had to translate the questionnaires, which left them open to interpretation. 
The researcher informed the fieldworkers on the manner in which translations should be 
attended to. This assisted with a uniformed approach throughout the study.  
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7.7 RECOMMENDATIONS FOR FUTURE RESEARCH 
7.7.1 Longitudinal studies 
A study of the participants over time would allow us to track the development of the 
learners and note the impact of the PSS camp over a longer period. A better 
understanding of the intervention and how it impacts the learner at certain stages of their 
development can be provided through longitudinal studies. 
7.7.2 PSS camps on other religions 
PSS camps focussing on other religions and non-religious groups can provide more 
insight into the impact of religion on the development of resilience and on addressing the 
risk factors of vulnerable children. PSS camps without a faith-based approach might 
provide us with other risks, resources and resilience factors, hidden in the faith-based 
camp. 
7.7.3 More in-depth studies on each of the themes 
More in-depth studies are necessary in order to explore each theme thoroughly. More 
theme directed instruments can be used during the quantitative study, which will allow 
for a broader and more holistic view of the specific theme. 
7.7.4 Studies from a different angle 
Studies that reflect the perception of the teachers and parents can be included, which will 
allow us to determine the impact the camps have on the various systems surrounding the 
individual. This will also provide us with a better grasp of the external actions the 
learners display before and after the camp. The attitudes of the parents and teachers can 
also be determined and compared, which will guide the researcher to a more insight into 
the influence of important stakeholders in a child’s life. The readiness of the teachers to 
deal with the social and emotional barriers experienced by learners should be thoroughly 
assessed in order to support the enhanced resilience experienced at the camp. More 
research is needed on the impact of the PSS camp on the educational setting from the 
perspective of the teachers, as well as the role that the schools, school management and 
teachers play in the lives of vulnerable children.  
7.8 CONCLUSION 
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The purpose of this study was to determine the impact of psychosocial camps on the 
psychosocial and educational development of vulnerable children. Secondary to the main 
purpose of the study, was identifying the risk and resilience factors of vulnerable 
children. This was done through a mixed method study, which employed questionnaires, 
semi-structured interviews, focus group and essays. The theoretical framework 
underpinning this study included the bio-ecological systems theory, the social 
ontogenesis theory and the social ecology of resilience.  
This chapter provided a summary of the key findings of the research, recommendations 
for future programmes, programme design and refinement, contributions to the study, 
recommendations for future research and limitations.  
During this study the researcher experienced some personal development as well. An 
understanding of the risk factors experienced by children gave the researcher more in-
depth knowledge which will allow her to approach learners holistically and considers all 
possible interactions of other systems. Some personal difficulties were addressed by the 
researcher during the study. This personal reflection allowed for more sympathy and 
understanding, which aided the connectedness between the researcher and the 
participants. 
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Appendix I: Example of RES-360 questionnaire (Community resources) 
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Appendix I: Example of RES-360 questionnaire (Availability of resources) 
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Appendix J: Example of SDQ questionnaire 
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Appendix K: Example of SDQ follow up questionnaire – only impact 
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Appendix L: Examples of questions asked in individual interviews 
 
1. Describe the setting you grew up in. 
2. Tell me more about the schools you attended. 
3. Discuss the community surrounding you when you grew up at home and school. 
4. Describe your family. 
5. Discuss your attendance to the Jolcamp (junior camp, senior camp, as a leader,   
service team). 
6. Describe the Jolcamp in detail 
7. What activities did the Jolcamp have? 
8. What impact did the Jolcamp have on your life at school? 
9. How did the Jolcamp influence life with your family? 
10. In what way, if at all, did the Jolcamp affect your thought processes? 
11. What impact did the Jolcamp have on your religious life? 
12. Describe the way your religion affect your life? 
13. Tell me what happened to your classroom behaviour after the camp? 
14. How did the camp affect your friendships? 
15. If you can tell me about the lessons you learned at the camp, which you value, 
what would that be? 
16. In what way does the Jolcamp play a role, if at all, in the way you would react to 
bad things that will happen to you? 
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Appendix M: Example of questions asked during the focus group discussion 
1. Describe the Jolcamp in one word 
2. Tell me more about the things you did at the camp 
3. What stood out the most for you about the camp 
4. What happened to your friendships during and after the camp 
5. How did you experience your leaders at the camp? 
6. Describe the setting of the camp 
7. What valuable lessons did you learn at the camp? 
8. Tell me more about how the camp affected your conduct when you returned 
9. How did the camp affect your religious activities when you returned home? 
10. What didn’t you like at the camp? 
11. Did the camp affect your schoolwork afterward? 
12. If you answered yes at the above question, in what way did the camp affect your 
schoolwork? 
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Appendix N: Example of colour coding of transcripts 
I: You said your father passed away when you were three years old. Going to the 
jolcamp, did it make you deal with growing up without your father? 
P4: Ja tha jolcamp. I would say the “Jc” really like gave me that knowledge like you 
know what nah, grow up. Just realise that he is gone and he won;t be here again. You just 
have to man up and live on and take it day by day as you can. 
I: what impact did it have on you life as you grew up and you went to the “Jc” and you 
said that it will bring on change, what did it change? 
P4: It changed my life, I will say like, for the person that I was four, five years ago, till 
today. The changes came from the jolcamp from when I was younger. The words when I 
heard for the first time. I will always remember it. It was on the 30
th
 of September, it was 
on a Sunday. It was on the last night of the “Jc” and the dominee, was dominee Ben at 
that time and we were having marshmallows, but before you get the marshmallow, there 
was a guy in front, his name was Jaco. We took a marshmallow and he would do a push 
up for you, just a reminder for you that Jesus died for you on the cross. And when I took 
the marshmallow I just said to myself, before someone take the pain for me I would take 
the pain first for myself. And when I went to the front I did my push up first, he did the 
push up also and then I took my marshmallow. Just to say, just like, that pain, I feel your 
pain and my pain, I know there is someone else that feel my pain and I know that I’m not 
alone in this struggle. The jolcamp gave me that knowledge during those years and about 
that situation, that life situation I had with my family of loosing a member and just that 
loosing your father is like loosing a foot. He is the guy of the family. Immediate family 
and not growing up with that guy almost made me go to your homy, but I’m still here in 
the same time going the right way, so all thanks to the jolcamp I have to say. 
I: Okay, and how did the jolcamp affect your life when you stayed at home, then you 
went to the jolcamp then you went back home. What happened when you went back 
home? 
P4: I started. The change didn’t come necessarily come for the first time. The change 
came from grade 7, because that’s when I got to realize I have to be more responsible and 
I have to stop like worrying on little things and focus on bigger things in life. I was still 
young and I had my mistakes that I did when I was young. But the jolcamp. If it wasn’t 
for the jolcamp I would say, I would’ve been a rebel in life. Ja, due to the circumstances 
where I grew up. Not in the house but the area I grew up as a whole and the friends that I 
had there so the jolcamp really really helped me to grow up, because after the grade 
seven camp I remember I started to treat people better. Even though the change didn’t 
come that same year, I developed slowly, but slowly, but slowly. Few people could see 
the change, other people couldn’t see the change, because what you see is what you get 
and they didn’t know the inside. They couldn’t get the inside of me. But the closer ones 
really got the inside of me. That’s why I said few people could see the change, but alot of 
people couldn’t see the change, because I used to hold things back inside. It ate me alot, 
that’s why I would piss people off alot of the times. That really wasn’t nice to think that I 
was that kind of a person. So I really really admire, and honour the jolcamp with all my 
heart. 
I: And you mentione now, where you grew up, the area, the friends you had were not that 
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nice. Describe that for me. 
P4: Where I grew up, it’s a (what is this word in English), location where we lived. So 
the houses are near together, so the taverns are there. People are, the streets are busy and 
stuff. So what we used to do, is that when we go to the corners and stuff we would chill 
there, play soccer maybe and when you grow up you don’t want to play soccer anymore, 
because you feel like you’re grown up and it’s for kids. You want to do something else. 
So that thing that you are going to do when you are on the streets is drink, smoke and go 
around with girls and be naughty, swear to people, fight with people. That is the typical 
area a lived in. So obviously when you live there and you go to your corners it would be 
easier to adapt. I had that fast and easy. I started drinking, smoking, going around with 
girls, people fight with people at taverns. Going to town at the age of fourteen, four years 
under age, drinking at the age of fourteen. Drinking, smoking. Like, yoh, it was hectic 
life back there. So that area, I won’t say I liked it, but the choices that I made back then. 
It wasn’t for me, I still regret every moment of it, but to live on and deal with the 
situation, slowly but everything will be well one day.  
I: You mentioned where you lived and the place where you lived and where you went to 
school, was it the same place? 
P4: No 
I: No 
P4: No it’s not the same place. I went to Noord and lived in Paardekraal. So Noord is 
where... Lucky for me I didn’t use drugs, it’s where the drugs are. It’s where you can 
really loose focus, but luckily there at school I had different friends that I had in the 
location, So I had the right friends in school that guided me and protected me. But then at 
home I didn’t had those friends. I had those friends, you know what, we do this, we do 
this, we do this we do this. If somebody says something you know what that person can 
go to hell, we didn’t care about that person. As long as your mother and father didn’t see 
you, for the rest of the world we didn’t care. In school, no matter who saw you, you have 
to care. So you couldn’t smoke in school because you are still in Primary. You are young. 
When people saw you, it was a disgrace so what would you do while you are still in 
school. It’s a disgrace for your school and for yourself and for your mother...let me say 
parents. So at home there’s nothing like disgrace, cause you only live for yourself. People 
don’t care about you, or what, so. And your future it’s yours. Nobody cares about your 
future. Nobody will give you advice about something so...I will say if the circumstances 
where I grew up in the area I grew up, was the same at school, I don’t know where I 
would be right now. 
I: And how did the jolcamp affect your school life? 
P4: The jolcamp affected my school life, like how did it affect, it affected in a way that, 
the people that I met at jolcamp are people that have studied before. They know what life 
is about. They also have kids that are my age and the easily could advice me to say you 
know what, this path you are taking is not the right path for you. The path you need to 
take is, you need to get something behind your name and grow up and be the man that 
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you need to be. Nobody can... somebody can teach you how to be a man, but nobody can 
lead you to be a man. So the jolcamp affected me in a matter, that when I got to grade11, 
no grade 10. When I attended grade 10 for the second time, it was like you know what 
bra, this time you need to study till you are matric at least. To finish up and see what life 
brings after matric. So then I decided I dissapointed alot of the people from the jolcamp, 
because I became really close with alot of the tannies that were there and you could see, I 
could see the dissapointment in their faces, because they really look up to me, because 
they didn’t know that I was that kind of person that drinks and smokes. Alot of them 
didn’t know, till this day, they still didn’t know, cause they still believe in me and they 
love me alot and they just want me to do the best thing in life. So the jolcamp affected 
my life to the point where you know what, you have to make a turn around and make 
something out of your life and till today like, I’m still, I’m not perfect yet and I’m sure I 
won’t be perfect, but I’m still turning the circle around to go like I [inaudible]. 
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Appendix P: Example of coding extracts on excel 
 
 
225 
 
 Appendix Q: Example of coding extracts summary on excel 
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Appendix R: Example of emerging themes during qualitative analysis 
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Appendix S: Most prominent themes during qualitative data analysis 
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